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ABSTRACT
Alternatives in African Education: The Need for a
Synthesis between the Traditional and
the New Systems
By
Chukwuemeka Manuwuike
At the present time, most African countries have
achieved independence politically, and to gain cultural and
economic independence, they look to their schools and the
power of education to help solve some of their problems.
But the schools, whether by design or by default, have been
dysfunctional
.
It is assumed that the present educational system in
most of former colonial Africa is alienating the "educated"
Africans from their heritage. It is such that it is divorc-
ing its participants from the society it purports to be
preparing them for. This is due in part to the "colonial
mentality" which has conditioned Africans to think "white,"
and to look for some extra- African raison d'etre in their
native African environmental phenomena.
The entire continent of Africa, blessed with historic
cultural wealth, is a museum where priceless art treasures
of ancient civilizations and untouched natural resources
combine to form a "school." Oddly enough, colonial educa-
tion has bypassed this, and has rather tended to ridicule
the heritage of Africa’s past.
It was hypothesized that:
a) If the educated African is alienated from his
culture due to his educational patrimony from
Europe, an autochthonous educational system might
help alleviate this problem.
b) Since the term "education" means different things
to different peoples, the traditional African
educational systems are better suited to the
Africans than the superimposed European ones.
Ihe first portion of the study dealt with the zephyrs
of change, focusing attention on the prelude to educational
imposition on Africa. It explored how the foundations of
African education were primarily designed to strengthen
Africa's service to Europe. Based on European ethnocentrism
,
illusions, and myths of savagery about Africa, a purely
paternalistic education was perpetuated. The next phase
explored how this European "civilizing" mission has failed
and proven illusory in terms of contemporary African cultural
renaissance. Africans are beginning to realize that in order
to move faster in this modern world fashioned for them by
Europeans, they must go back in history to recapture their
originality and gain momentum.
The alienation of the educated African was researched
through African writings. To supplement this, groups of
Africans were interviewed in informal sessions to find out
if, and to what extent, their Western-oriented schooling
has helped or hindered them from understanding their cul-
ture. Ihe results showed conclusively that a majority of
tnose interviewed felt that their education has not helped
them at all in relating to their own townspeople and under-
standing traditional customs; rather, it has robbed them of
their Africanness. The few who said it has helped them in
one way or the other mentioned that it has helped them to
understand and cope with the Europeans and to appreciate
the values in their own African cultures.
The traditional education in pre-colonial Africa was
examined, touching on the philosophy, the systems, the curric-
ulum and methodology of teaching and learning, the educators,
the cherished values, and the skills acquired.
In traditional Africa, the home and the community took
care of many of the academic and professional subjects that
are now commonplace in the schools. In order for the pres-
ent schools in Africa to justify their existence, they owe
it to themselves, and more so to the African communities, to
reorganize along purely African community lines to determine
how best to meet or supplement those other needs of the com-
munity in a way some other agencies are not. The role of
education will then be the most important one when everyone
in the community is involved and feels compelled, in the
most original African ethos, to devise, sponsor, and imple-
ment programs designed for the benefit of all.
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CHAPTER I
INTRODUCTION
One of the greatest challenges confronting modern Africa
South of the Sahara is its experimental search for ways and
means to combine its own natural heritage, that is, its indig-
enous political, social, economic, and educational institu-
tions with those adopted from the West. At the present time,
all but a few African countries have achieved political inde-
pendence. However, the struggle to achieve cultural and
economic freedom has just begun. To assist in this struggle,
Africans have looked to their schools. This is as it should
be, because it shows how much confidence the people have in
their schools to help solve some of their socio-economic
problems
.
But, unfortunately, these schools have, as a matter of
course, had an inherent defect in them. This is their blind
adherence to Western European classical traditions in educa-
tion with all its intellectual snobbishness and selectivity
which further complicates the issue. Gradually, this type of
education upon which most African nations have so heavily
depended is being questioned as more people have begun to
realize that it is ill suited to the needs and conditions of
African society. In most cases, driven by necessity and des-
peration, a number of African governments are beginning to
introduce some measure of adaptive reforms aimed at educa-
tional improvement. But these measures will not be fruitful
2until they are rooted in the identity and sentiment of
African traditional education.
In order for the schools to succeed in this task, they
require what Ricky Rosenthal ingeniously termed: The intel-
lectual decolonization of the continent which is in fact the
freeing of students, teachers, and Africans themselves from
the once all-pervasive mentality of the colonizer. 1
Education in Africa, therefore, stands at the crossroads,
and now is the time for African educators to either know them-
selves as they really are, or succumb to Western cultural
imperialism which they have already imbibed from their early
colonial masters. Now that the colonial masters are irrevoc-
ably gone in most African countries, these nations are des-
perately struggling with the problem of redefining, reorganiz-
ing, and restructuring their educational goals and practices,
so as to make them real mirrors of the African societies. 2
Thus, it will be much more practical and comprehensible to
assess and predict the output of the "investment in education"
relative to its African background.
The Africans were "educated" by Europeans in European
ways of doing things because they (the Europeans) knew nothing
about Africa and therefore knew nothing to teach. Accordingly,
A Ricky Rosenthal, The Splendor that was Africa , (New York:
Oceana Publications, 1967}
,
p. 1
.
2 This is not to intimate that the former European colonial
educational systems were entirely bad and repugnant. Subse-
quently in this study, the serendipidal aspects of colonial
education will be discussed.
3no attention was paid to the particulars and peculiarities of
knowledge from the African point of view. It is the author’s
contention that human beings need a sense of themselves and
their past in order to live fully in the present--to self-
actualize, and be able to confidently chart and predict the
course of their future. Black people everywhere in the world,
especially in Africa, have been robbed of many tilings. Among
the most important has been cognizance of their own history.
Today, Africans and Afros all over the world can benefit by
learning about their forefathers, and about the philosophies,
triumphs, successes, and failures that have punctuated their
history. The world in general can also profit from learning
about the African dimensions in its historical, cultural, and
mostly educational contributions to civilization. An eminent
Nigerian educator, P.U. Okeke, summarized the issue in:
"There was not and is not any significant
relation between our school education and our
cultural traditions. Instead of growing from
the roots, we started growing from the branches,
and few of us indeed have been able to re-
establish contact with their past after years of
rote education." 3
Africa's dilemma, therefore
,
is rooted in the crisis of
identity . The average African of today, whether educated or
not, has a confused sense of values. This has torn him between
two worlds. Expressed in psychological phraseology, this
bewilderment has given rise to "the split personality."
3 P.U. Okeke, "Education for Efficiency: Knowledge for
Use," in Ikejiani Okechukwu, ed. Education in Nigeria , (New
York: Frederick Praeger, 1966), pp. 96-97.
4Subsequently, this phenomenon in an attempt to stabilize or
reconcile itself within the African, has found expressions in:
a) The two Africans
b) The Lonely African 4
c) The black African with a white mind, and
d) The black Frenchman 5
This phenomenon is compounded with, and confused by the myth
that Africans were savages. Thus, the African's problem then
becomes that cultural forces are at play making it necessary
for him to subscribe to the myth about Africa and become
"civilized," at the same time to dissociate himself from this
myth and turn his African background into a golden age. All
of this is a heritage, or a by-product of Africa's educational
patrimony from Europe. Until the African has been freed from
seeing himself as the white man saw him, aspiring to what the
white man has become, he will never be himself; he will always
remain an alien in his own land.
Colonial education in Africa has always tended to discard,
ignore, and sometimes ridicule the heritage of the past. 6 In
4 Collin Trumbull, The Lonely African
,
(New York: Simon §
Schuster, 1962).
5Jane Kessler, Educating the Black Frenchman
,
(Harvard
University, Unpublished Ph.bT thesis, IbWJT In her study,
Miss Kessler describes the public primary school systems of
Dakar, Senegal in the 1956-57 school year, and shows how the
curriculum textbooks, and teaching methods were designed to
make a Black Frenchman out of the African child.
b See, for example, W.E.F. Ward, Educating Young Nations ,
(London: Allen $ Unwin, 1949), especially p. 73.
5most textbooks used in African schools today, only little men-
tion, if any at all, is made about the African kings and chiefs
who patronized education in their own empires and kingdoms.
The entire continent, blessed with various cultural heritages
handed down through generations long past, is a museum where
priceless art treasures and mementos of ancient civilizations
combine with nature to form "a school." Oddly enough, educa-
tion which should capitalize on these treasures in order to
provide meaningful and relevant discoveries, while at the same
time making learning more enjoyable and practical to the
African child, has long been doing just exactly the opposite.
Not very long ago, the history in West African schools, for
example, meant little more than the study of English or British
Empire history which always made a start with the great English
hero, William the Conqueror (1066). Then it slowly moved on to
tell one how the European powers conquered his great-grand-
parents, and ruled, and are still ruling over his land.
It is only during the last few decades that a knowledge of
African history and culture has been recognized by some African
countries as a desideratum in the scholastic realm of the
African. 7 The days of William the Conqueror are fortunately
gone, and no true African educator of today would candidly
^Nigeria, Ghana, Guinea, Tanzania, and Kenya are but some
of the few African countries that are presently engaged in the
rewriting of their own histories and emphasizing the African
essentials in their school curricula instead of the antiquated,
irrelevant European traditions.
6tolerate the old state of affairs in his school. Yet, this
is precisely where Africans still stand with regard to the
history of education on their own continent. The teachers
they train are supposed to have a thorough knowledge of the
history of education in European countries, while they may be
stupendously ignorant concerning the educational history of
tneir own countries in Africa. A study of the genesis of
these ideas in Europe or elsewhere is no doubt essential as
an integral element in the cross-cultural and professional
preparation of the African teachers. By the same token, it
stands to reason that a knowledge of their own origin and
growth in Africa is equally important, if not more important
to the African teacher or scholar.
Any genuine African educator can easily see the need for
this historical, philosophical, and cultural treatment of a
crucial educational topic which is aimed at placing African
education in its primal perspective. In fact, it is the
author's contention that it is impracticable, and almost
impossible, to comprehend education in toto without some
knowledge of the lost and long- forgot ten African historical
contributions to it.
Statement of the Problem .
It is assumed that education as it is in most parts of
Africa today is alienating the African from his land, his
tribe, his village, and even from himself. This has produced
what was referred to earlier as "the crisis of identity,"
7which has its origin and uniqueness in the acquired "colonial
mentality" within the African. This is a form of "virus"
which forces Africans to think wh i t e
,
and to look for some
extra-African raison d'etre of things in their native African
environment. In his failure to confront his problems inde-
pendently, the African provides a striking illustration of the
"other-directed" man of David Riesman's "The Lonely Crowd ." 8
Riesman's other-directed individual was happier to accept the
judgements and values of the peer group, rather than wrestle
with opinions of his own. By abdicating independence of
thought and action, the other-directed person achieves accep-
tance by the peer group without struggle or tension.
Hitherto, "experts," both Africans and non-Africans,
have been content to look for some ext ra-African- -white explan-
ation for all aspects of civilization. The result is that
more often than not, Africans especially are deluded. They
fail to see what they are searching for because they have been
conditioned to look through "borrowed eyes"--eyes borrowed
from their former colonial masters. By so doing, they have
willingly or unwillingly subjugated their own sight.
This study will primarily attempt to:
a) Discuss the nature and the consequences of the
educational legacy of modern Western colonialism
on Africa.
8 Se
~
" Crowd
,
(New Haven, Connec-
ticut :
8b) Analyze education from the African perspective.
c) Suggest ways and means toward a better Africanization
of the schools and the curriculum vis-a-vis the
African social, political, and economic structures,
with some practical implications to curriculum
improvement in schools.
Explanation of the Significance and Purpose of the Study .
Africa can hardly be properly understood until her lost
and hidden institutions have been carefully explored and
exposed. The purpose of this study is to explore some of the
missing links or long- forgotten aspects of traditional African
education. This can provide ties between the old and the new
systems, and at the same time, offer some clues that might
help improve education in Africa and elsewhere in the world.
According to Immanuel Wallerstein:
. .
.
(When) someone imposes in a given area a
new institution, (for example) the colonial
administration, governed by outsiders who estab-
lish new rules which they enforce with a reason-
able degree of success; it means that all those
who act in the colony must take some account of
these rules, and that indeed, an increasing amount
of each individual's action is oriented to this
set of rules rather than to any other set.... 9
In African education today, "the other set," which is the
traditional African dimension, is missing. It has been sub-
jugated and ignored by both colonial administrators and
indigenous African educators. This study will, therefore,
9 Immanuel Wallerstein, Africa: The Politics of Indepen -
dence
,
(New Yrok: Vintage Books
,
19 61)
,
p. 31
.
9endeavor to place African education in its African perspective.
Without advocating a superiority of any system over the other,
here is a fertile ground for education to trade ideas which
can give rise to a nextf social synthesis. Such a synthesis
would take into account all of our new, intricate knowledge of
the web of life. It would distinguish between tradition and
innovation; change and progress, and might even point out the
fact that change does not necessarily mean progress.
The Basic Hypothesis
.
Given that the term "education" means different things
to different peoples and cultures; and since the success or
failure of any educational system must be relative in order
to be meaningful, any system of education artificially con-
structed and imposed on a people, can hardly permanently
change their inward character. Then, one could state as a
hypothetical construct that:
1) The traditional African educational system is better
suited to the African child in terms of his environ-
ment--social
,
political, and geographical, than the
imposed colonial system.
2) If the educated African of today is alienated 10 from
his land, his culture, and from himself, an autoch-
thonous educational system/curriculum can help allev-
iate this problem.
10Any educational system that does not seek to place the
individual in his society is virtually ineffective.
10
All of this means asking and trying to find the answers
to such crucial educational issues as:
a) What were the origins of colonial education in
Africa, and what are the effects of that educa-
tion on the African today?
b) Is the "educated" African of today alienated
from his environment due to the effects of
Western-oriented schools; if so, to what extent?
c) What was the nature and structure of traditional
African education?
d) What were the aims and effects of traditional
African education; and how can these be success-
fully salvaged and seasoned into the modern system?
Method of Inves tigation ,1
1
In the preparation of this study, the following sources
of information have been used:
a) Evidence from literature "through African eyes"
b) Records of missionaries and explorers
c) Examination of African art and artifacts
d) Personal experiences
e) Interviews and discussions with Africans and
Africanists
f) Official Government Reports from various countries
in Africa
g) Educational Commission Reports from government and
private agencies
1
^ee Appendix A.
11
h) Authentic reference works and manuals
i) Books and articles
j) Other related studies
Limitations of the Study
.
Since African languages are so diverse 12 in their alpha-
betical, dialectical, and pronunciation order, and since the
history of Africa has yet to be written, or rewritten, at
least insofar as it pertains to education, this research is
hampered in every phase by lack of reliable data. Therefore,
the author will have to rely highly on his own personal
ejcperiences in West Africa, and on the experiences and records
of other Africans and Africanists elsewhere in Africa, gath-
ered through informal conversations and group discussions
insofar as is possible, to supplement the wide range of
skimpy information on this subject. This in effect is an
attempt to deviate from the stereotype questionnaire/survey
form of educational research.
No attempt will be made to evaluate governmental effi-
ciency or inefficiency in the operation of public or private
schools. However, in pointing out the trends and tendencies
in traditional education in Africa, attention will be paid to
12 It is estimated that there are nearly 1,000 different
tribal languages spoken in Africa. These are not dialects
as is commonly the notion of many Westerners. See for example,
Nielson Waldermar, Africa
,
(New York: Atheneum, 1966), pp.
17-21. See also, Andrew Boyd and Patrick Van Rensburg, An
Atlas of African Affairs, (New York: Frederick Praeger, 1962),
ppTTT-TS:
12
what seems to be the strengths and weaknesses in both the
traditional and the modern system of education.
There will be no attempt to deal with change and change
agents. In other words, this is not a handbook on "How to
do it in Education in Africa." It is mainly an expository
analysis of traditional educational practices, agents, and
goals that have been discovered most consistent in most areas
of tribal Africa South of the Sahara.
13
CHAPTER II
REVIEW OF RELATED LITERATURE
The obscurities in the history of education in Africa
are so numerous and so complex that any attempt to explain
them objectively will lead to no more than a pile of indi-
gestible historical references and corrections which prevent
the reader from grasping the essentials in this study. In
order to save the reader the burden of idle references and
quotations, it was expedient to stick to essentials and high-
lights that emphasize or tended to emphasize the need for
this study.
Although there had been several government reports 1
emphasizing the need to make education in Africa more down-to-
earth, it can be said with a reasonable degree of certainty
that the Phelps-Stokes Report of 1922 and 1925 can be regarded
as a landmark in pinpointing indigenizat ion of Africal educa-
tion. Although not primarily concerned with education in
Africa before colonialism, the report has some interesting
observations which are pertinent to this study.
British educational policy has been stated at different
times in various reports, but the most comprehensive statement
of objectives was made by the Advisory Committee on Native
Education in British Tropical African Dependencies in a memo-
randum presented by the Secretary of State for the Colonies in
March 1925. This of course was prompted by, and is a reflec-
tion of the Phelps-Stokes Report. The French and the Belgian
governments followed suit with similar education policies
reflecting the Phelps-Stokes Report.
14
Among other things, the recommendations of the Commission
strongly emphasized:
That education should be adapted to the social, mental,
economic, and spiritual needs of the individuals in their com-
munities, and suited to their environments, not tailor-made
and superimposed as has been the practice of the colonial
powers and missionaries hitherto. Of particular importance
is the portion of the report concerning the innate intellec-
tual ability of the Africans which says:
Every colony visited by the Education Commission
had many intelligent, industrious, and honest Native
People educated in mission and government schools.
Practically all the clerical work of the government
agencies and commercial concerns in the colonies is
done by the graduates of African School Systems. The
railways, riverboats
,
telegraph systems are largely
manned by Africans trained in schools and shops.
There are also a number of successful merchants,
physicians, and lawyers, and a considerable number of
ministers and teachers who have risen from primitive
village life through education.
While these successes afford proof of the possi-
bility of the Native Africans and of the achievements
of existing educational systems, there are numerous
evidences that a wise adaptation of education would
have very greatly improved tlie results ... 2
The preceding passage has been quoted in detail because
of the underlying effect it bears on this thesis: MAYIBUYE
AFRIKA: COME BACK AFRICA. If the African civilizations had
been uninterrupted by the zephyrs of change, it is probable
that the Africans may have evolved a civilization quite
2 Quoted from David A. Scanlon (ed.), "Phelos -Stokes
Report of 1922” in Traditions of African Education , (New York:
Teachers College, Columbia University 1964) , p. 5T.
15
distinct and perhaps quite superior to that of the Orientals
or the Occidentals. The nature and form of such a civiliza-
tion is open to speculation; but at least, it might have
provided a bridge between East and West. Now, there is no
such bridge because of a "false start in Africa," 3 to borrow
a phrase from Rene Dumont.
Perhaps one of the most significant aspects of the Phelps-
Stokes Report on African Education was the impetus it gave to
research studies on education in Africa. Paradoxically enough,
these studies are better known outside the African continent
than in it. One curious thing about research studies in Africa
is that not many people take them seriously because:
1) People care less about the implementations of the
findings than they did during the investigations.
2) In most cases, the findings become obsolete even
before they are published. A change in government,
or an economic or social catastrophe, could change
things overnight.
3) In some instances, these commissions or researches
are promoted by curiosity, and to the Africans, they
reflect a surprize and threatening adventure into
the unknown.
4) Another reason is that their recommendations for
action are always such that the net returns are of
3 Rene Dumont, False Start in Africa
,
(New York:
Frederick A. Praeger
,
i960)
.
16
long-range effects; so much so that economic pres-
sures from other social spheres can easily dampen
their implementations.
5) Add to these, the apparent lack of a reading audi-
ence. The result is a nonchalant approach to re-
search and research findings.
Other recent contributions by the following authors and
scholars emplify the basis for this working hypothesis;
Murray (1929) reviewing the studies and practice of education
in Africa, echoed the Phelps-Stokes Report in his findings.
"It is the type of education,' 1 he said, "that is too bookish
and cut off from the life of the Native community. It creates
clerks whose aim is to rise in the social scale and leave
their fellows where they are." 4 He further observed that
there is a certain mediocrity about a good deal of African
education. The African, he noted, is looked upon as a tool
to be fashioned and molded rather than as a new partner in
the age-long process of bringing the world out of darkness
into light. And so everything is so utilitarian, so very
much ad hoc and patronizing. 5 This utilitarian and ad hoc
sentiment of European educational philosophy in Africa was
pointed out by the Phelps-Stokes Report.
4 A. Victor Murray, The School in the Bush
,
(London:
Frank Cass and Co., Ltd., 1967), p. 117
.
5 Ibid.
17
During this era also, Booker T. Washington's paternalis-
tic ideals were being gospeled all over colonial Africa. His
Up From Slavery
,
6 and "Working with the Hands" 7 were then
regarded as "classics" by the colonial administrators and the
newly established "elites" of Africa. It was through a system
of practical education, they preached, that the African must
be aided to "uplift" himself.
Helser (1934) goes far deeper and examined the colonial
school systems in a more detailed local environment and sug-
gested ways of "concretizing" the curriculum, not from any
European point of view but in terms of the African environ-
ment. Only through this avenue, he argues, will African
education be productive to Africa and to the rest of the
world. According to Helser;
"Primitive man (which to him is the African) is
the "shadow man" in each human being. This "shadow man"
guides human action when reason hesitates and fumbles.
Primitive man has much to teach to the worldly-wise. In
the proportions in which he is allowed to teach, he will
eagerly learn and like what he learns. Through the cen-
turies, primitive man has forged the most satisfying way
of life the fires of nature could produce through him." 8
If this is so, the African must first be allowed to forge
out the fires with which nature has endowed him. Then, he may
be able to produce, and transfer to the rest of the world, the
6 Booker T. Washington, Up From Slavery
,
(New York: The
Association Press, 1901).
7
,
"Working with the Hands," (Tuskegee, Alabama:
Tuskegee Institute Monograph, n.d.).
8Albert D. Helser, Education of Primitive People , (New
York: Revell Co., 19 34)
,
p. 2 7
.
18
best of what he has to offer. Helser in his study also showed
quite sufficiently how local materials, the Vernacular, the
home, folklore, agriculture, and crafts projects within the
community could be capitalized upon to make education more
meaningful for the African.
Alban Winter (1939) observed the importance of the African
child as the paramount consideration in the African educational
system. He further stressed the importance of the community to
the school and vice versa. According to Winter: "Children by
nature are the same all the world over .. .Whatever the distinc-
tions between white and black may afterwards arise as
the result of environment, training, difference in social and
political treatment, the child is one throughout the world." 9
Bittinger (1941) examined the role of a cultural setting
on education in Northern Nigeria. He quotes Perham in Native
Administration in Nigeria :
"When we turn to the north, it is a widely different
s ituation,
. . , They wanted none of our instructions. They
were alert to protect their culture from infidel com-
munications and were satisfied with their 25,000 Koranic
schools where, in courtyards or under trees, little boys
in shrill repetition learned a few Arabic texts. Those
who wished to go farther with their studies would attach
themselves to a wandering scholar or an alkali of one of
the courts and pick up a smattering of Arabic.... In the
north, moreover, the missions had not preceded the
Government; the two had arrived almost simultaneously." 10
yAlban J. E. Winter, African Education, (London: Longmans,
1939)
, p. 13.
10 Desmond W. Bittinger, An Educational Experiment in
Northern Nigeria
,
(Philadelphia, 1341)
,
p. 13 b
.
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He further points out that during these early times of
colonial education, "...it was gradually borne in upon the
Nigerians that they were themselves becoming guests in their
own country and were having to pay for all the protection and
comfort the foreigners were offering them." 11
Okongwu (1946) reviewed educational development in Nigeria
from 1842 to 1942 and noted that the foundation of modern edu-
cation in Nigeria was laid by British and American Christian
missionary societies; namely, the Wesleyan Missionary Society,
the Church Missionary Society, the United Presbyterian Church
of Scotland, the Southern Baptist Convention of America, the
Roman Catholic Mission, and the Primitive Methodist Mission. 12
The study pointed out that except for the maintenance of a
handful of elementary schools, a few secondary schools, and a
few teacher training and vocational institutions and the grant-
ing of annual subsidies to "approved" schools, the British
Government played virtually little or no role in education other
than supervisory. The main burden of establishing and maintain-
ing schools was borne by the missions and the Nigerian people.
Okongwu concludes that "educational development in Nigeria has
been retarded because of the imposition of British educational
1
1
Ibid. P. 190.
12 This is also generally true of other coastal West
African countries. For a further discussion on the activities
of these missionary societies, see Hillard, F.H. A Short
History of Education in West Africa, (London: Nelson 5 Sons,
Ltd., 1957), Chapters 1 and 2.
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ideals and practices
. . .which makes local adaption and origi-
nality virtually impossible." 13
The result of all these educational impositions on the
African is that he is forced to develop a sense of inferiority
and contempt for his own cultural heritage. Instead of seeking
to develop his culture and environmental wealth to the fullest,
he is forced to imitate others, and to escape from his, thus
creating a cultural vacuum to be developed.
Kessler (1958) used the analogy of ideological dilemma
versus cultural relativism to explain this phenomenon. She
observed that the African, though eager to fill this void in
his culture, and yet unwilling to accept wholly Western ideas
and ideals imposed upon him, often desperately looks to non-
Western ideologies such as Marxism, Maoism, Islamism, or any
other ism that is readily available to him at a cheaper price.
Tne unfortunate thing is that the colonial educators do
not seem to notice this awkward situation with which their
scholars must contend. Rather, they tend to think in terms of
more and more substitutive adaptation as if it were only by an
overdose of European curriculum that African schools could be
improved. Kessler observed that, "The French educators in
West Africa feel that they have made a satisfactory initial
attempt to adapt the curriculum for the African primary schools
to the interests and needs of the child. They point out that
1 3 J . N. Okongwu, "Education in Nigeria (1842-1942)," unpub-
lished Ph.D. Dissertation; (N.Y.U., 1946), in Diss. Abst. VIII,
No. 1 (1946), p. 48.
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are developing better techniques for teaching the African to
speak and read French, and to calculate, and that they revise
such courses as History, Geography, and Science to include
meaningful material in French West Africa... 14 But in spite
of these alleged innovations and "better techniques for
teaching the African," Kessler noted that, "...History as
taught to tne African today, tends to emphasize rather than
mitigate his sense of inferiority and the contempt which he
often eventually feels for the low level position accorded to
his own cultural heritage." 15
lore recently, Urch (1968), studied this issue from a
contemporary African point of view. He observed that the
newly independent nations of Africa are quick to realize the
importance of tne school as an agent of economic, social, and
political change. If this hope is to be realized, he remarked
that the curriculum must be carefully selected "...to impart
those traditions which not only might give the student a
sense of social and cultural identity, but also help him to
face the problems that arise in a rapidly changing society." 16
Other recent scholars have examined education in Africa
and have pointed out the need for reform for relevance and
14 Kessler, Ibid
.
,
p. 195.
1
5
Ibid
.
,
p . 218.
16 George E. Urch, The Africanization of the Curriculum
in Kenya, (Ann Arbor: University of Michigan 1’ress, 1 9 6 3 j
,
inc
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selective adaptation, but most of these seem to be mainly
repetitious. 17 If they serve no other need, they certainly
point out and stress the need for reform which is so des-
perately needed in African education today to give it the
impetus it needs to stand on its feet and be able to effec-
tively produce the desired results.
Since production does not occur in a vacuum, one has
reason, therefore, to speculate that African education can
best produce in its natural habitat--a factor which has been
neglected by both the exporters as well as the importers of
foreign education to Africa. There are several historical
evidences that bear out this proposition. Very few, if any,
African students and educators know or try to find out about
the ancient African kings who patronized education in Africa
at a time when most of their European counterparts were still
in the primitive ages.
In almost all of the studies cited above, the fact that
there had been organized systems of both formal and informal
education in Africa before colonialism is hardly mentioned.
Except in Bittenger's study, which contains impressive descrip-
tive accounts of educational progress at its peak in the
ancient West African kingdoms of Ghana (c. 2200 B.C.), Melli
(c. 765-1374 A.D.), and Songhai (c. 700-1529 A.D.), Africa’s
educational glory has been lost in history. 18
17 See, for example, Cole S. Brembeck and John P. Keith,
Education in Emerging Africa; A Select and Annotated
Bibliography (Michigan State University, n.d.).
I8 Bittinger, Ibid
.
, Chapters I and II. See also, Davidson
Basil, The Lost Cities of Africa (Boston: Atlantic, Little
and Brown, 1959), pp. 102-103', 117-118.
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In the field of education, one of the kings who deserves
special mention here is King (Askia) Mohammed the Great (1493-
1529), ruler of the ancient Songhai empire that throve between
tue Congo and the Volta, and extended as far inland as the
boundaries of Libya and Algeria. Askia distinguished himself
most significantly in the area of education. Schools were
established and encouraged everywhere. Timbuktu, Gua, Sankore,
ivalata, and Jenne became intellectual centers where the most
learned scholars of West Africa concentrated. The king induced
and attracted geniuses and renowned professors from all over
the world for consultation and exchange of ideas. While
scholars like El-Akit and Bagayogo, both juri- consults
,
were
studying at the University of Timbuktu in the sixteenth and
seventeenth centuries, a distinctly Sudanese literature in
religion, grammar, geography, law, and medicine was emerging at
the University of Sankore for over a century. But for the
overthrow of the Songhai empire by the Spanish renegades and the
Moors
,
tais civilization would have flourished longer.
Ihe literature produced during this period must have been
immense. They are either lost or not yet found, but Leo Africanus
two centuries later gives us some measure of the empire's intel-
lectual life, and King Askia' s unquenchable thirst for knowledge.
"In limbuktu," he says, "there are numerous judges, doctors, and
clerics, all receiving good salaries from the king. He pays
great respect to men of learning. There is a big demand for
books in manuscript, imported from Barbary. More profit is made
from tae book trade than from any other line of business."^
.
1
^Quoted in Davidson Basil, A History of West Africa (New
York: Doubleday and Company, 196^7, p. 166. See also, Welch
Galbraith, Africa Before They Came (New York: Morrow and Company,
1965), p. 27IT
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CHAPTER III
THE ZEPHYRS OF CHANGE:
PRELUDE TO EDUCATIONAL IMPOSITION ON AFRICA
On the social plane, there is in Africa today a kind of
cultural phenomenon which might be regarded as both dysfunc-
tional and afunctional
. In the first place, it tends to
divest the African of his Africanness, thereby forcing him to
look to other cultures-
-namely European colonial cultures,
for the day-to-day explanation and comprehension of his natural
environment. Secondly, it militates against his efforts to be
original and productive by the African ethos, and thus weakens
his innate creative potential.
It all began in the early fifteenth century when the
Dutch and Portugese merchants landed on the African coast, and
has intensified ever since. It must be borne in mind that the
firsthand knowledge the Europeans at home had about Africa was
through these merchants, historical chroniclers, and mission-
aries who came to Africa with all their ethnocentric ideas and
their own notions of what they thought African societies might
be. Because most of these visitors could neither speak African
languages nor understand complicated social and religious cere-
monies, they went back to Europe and spread the myth that
African societies were but less successful versions of theirs;
that African religious and metaphysical beliefs were poor
scientific speculations. Thus, the zeal was aroused in Europe
to embark on a "civilizing" mission in Africa. Africans, it
25
was then preached, were "children*’ who would have to be taught
"from the beginning” how to live.
It is sometimes sobering, and sometimes amusing to read
how the early European visitors to Africa seemed to share a
common prejudice and bigotry. Reade, (1864) wrote:
"The negroes portray a certain skill in mechanics,
without the genius of invention; a great fluency oflanguage, without energy in ideas; a correct ear for
music, without a capacity for composition--in a word,
a display of imitative faculties, with an utter barren-
ness of creative power-~there is your negro at the
very best.
. .
. ik
r
e are really their masters. They acknowledge our
supremacy, but they detest us for it; they do not love
the hand which showers gold upon them from above; they
prefer the baser metals, which they can grub up from
beneath their feet.” 1
Ihe Africans, according to him, were devoid of culture, lan-
guage, and music. Though they admired those arts, and prac-
tised them, yet, they did not have the capacity to invent
them, but were content to imitate the practices of other
peoples
.
Throughout his book, Reade seemed to be gifted with a
remarkably "white” explanation for anything good among the
Africans, and an ingenuous "black” rationale for all that is
bad and undesirable even among the whites. For example, he
stated that;
"As a general rule, the more intelligent negroes
are light colored; ...the black hue of the negro answers
to the livid color among us; that is the color of disease.
Sir Andrew Smith, who is firmly opposed to the theory I
am defending, tells me, however, that when a Hottentot
Mvinwood Reade, Savage Africa
,
(New York: Harper §
Brothers, 1864), p. 3T!
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is subjected to hardships, hunger, etc., his skin
^dirtv velloV
anl 0nly reYe Jts to its natural color,a dir y y w, after nourishment and repose The
quality^? th
tM Sliin *5 chiefly deterrained'by thei ity oi e blood; and the blood of the negro
our°own?"2
t0 Barrere and pruner-Bey
,
is blacker than
Reade is so full of inconsistencies and contradictions
in his book that anyone who takes him seriously will be in-
clined to insult him. At the same time he exonerates the
Africans, he condemns them. In his opinion:
"According
treacherous and
are supposed to
is ever associated
with the exception
the north, one may
ing one’s life,
if you are rich;
are
let you enter their
life is always safe
imprudence .
”
3
t0 popular belief
, the Africans
hostile, the Fact is
,
that all Africans
be Negroes
,
and that which is criminal
with that which is hideous; But,
of some Mohammedan tribes toward
travel all over Africa without risk-
Ihey may detain you; they may rob you,
they may insult you, and refuse to
country, if you are poor; but
till you sacrifice it by some
your
In the same context he stated that:
"The Africans are drunkards-
-They are gamblers--
hey are vicious and voluptous--They place no restraints
on their appetites-
-The Africans are idolaters--The
Africans are frivolous and ef-eminate; they spend their
nights in singing and dancing. The Africans are all of
them thieves. They have no sense of honor in that
respect .-
-The Africans have no written language, nor
mental culture of any kind; --The great national vice of
the Africans is their indolence. They have no athletic
sports. They wonder at the white man who walks to and
fro from the mere love of walking." 4
On their impressions of Africa, Reade and Cureau, more
than half a century after him, agree on almost every point.
2 Ibid
. , pp. 408-409 .
3 Ibid
.
,
p. 427.
4 Ibid
.
,
p. 446 ff
.
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Writing in the early twentieth century, Adolphe Louis Cureau
(1915), a French govenor of the African Colonies who travelled
extensively in the French Congo for more than twenty years,
imputed that:
"The Negro is assimilative, but he does not
originate. He swallows up the civilization of
other nations, making no contribution of his own.
He is neither merry, nor sprightly, nor yet humorous,
but rather inclined to melancholy, and indeed, his
material cares leave him no time for gaiety. The
Prison of vegetation in which he lives wraps his
mind in darkness... J As for morality, ’there is none
in the Black Man’s country .The people of Africa
live under the perpetual law of hunger, and hence
to eat his fill, to glut until he gets an indiges-
tion, is the Negro's idee fixe
. .
.
Even the elemental forms of religious practices among the
Congos
,
he dismisses as vague, shadowy, and chaotic as can be;
while at the same time pointing out that he believes that "the
one factor which explains the operations of the most secret
energies in the social life of these races is the fundamental
and serious nature of their faith. 7
Notwithstanding the fact that Cureau speaks of religious
practices as one of the "universal and self-denying principles
fundamental to all mankind in both "civilized" and embryonic
societies," one finds him apparently discounting their value
in this regard, by instancing them as evidence of considerable
backwardness among the societies that carry them out most
5Adolphe Louis Cureau, Savage Man in Central Africa
,
(London: T. Fisher, 1915), p^ TT, ~~
6 Ibid.
, pp . 21- 22 .
. , p . 31.7 lb id
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completely. If we assume that religion in all its forms is
the mass expression of a group’s point of view, then Welch was
right in describing African religious systems of "Paganism"
and/or Animism--"sometimes horrid and sometimes simple and
touching," as "the fullest expression of religious sentiments . "8
He adds that, in this respect, "Africa in her various reli-
gious experiences lays herself before us in a mental and
emotional nudity, 9
Both Reade and Cureau share a common bias. Their treat-
ment of Africa throughout is opportunistic. Every straw is
seized, bent, and twisted to suit the authors' purposes.
Tenuous evidences are pushed beyond reasonable limits; con-
flicting data are given scant attention or omitted. The two
works abound with incautious statements.
It is astonishing how Reade and Cureau could use their
limited experiences in the Congos to generalize on the whole
continent of Africa, and thus consigning the entire black
race to a perpetual limbo of incivility and depravation.
Plausible as they may have seemed to their contemporaries, the
facts do not at all point to the direction that they indicated.
There is no proof, for instance, that the tribes in the Congo,
however savage they may have been, do actually represent " the
savage at his very best ." As a matter of fact, the tribes in
8 Galbraith Welch, Africa Before They Came, (New York:
Morrow and Co., 1965), p. 8.
9 Ibid
.
,
p. 13.
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the Congo live in the most fertile regions of Africa, and find
the conditions of existence much more comfortable than in many
other regions; so much so that they have been "running away
from modern civilization." Nevertheless, they are by no means
significantly "advanced" in comparison with other tribes of
Africa.
Even to the North Africans (who regarded and still do
regard themselves as Caucasians), the Negro race was also often
looked down upon, as evidenced by these reports from Ibn
Battuta, a Moroccoan traveller (1325-1352) to Asia and Africa.
Writing about his first visit to West Africa, he said, "The
merchants remained standing in front of him (Barba, Husayn of
Iwalatan)
,
while he spoke to them through an interpreter,
although they were quite close to him, to show his contempt
for the whites." 10
In many instances, a friendly gesture of hospitality
and kindness from the Africans is often misconstrued as on
the occasion when Ibn Battuta and his caravan were enter-
tained lavishly by Mashaf Marsh Lu of Iwalatan with the best
of his hospitality, but this was regarded as a "mere trifle"
by Ibn. Or, on another occasion when an African placed
himself between Battuta and a crocodile in order to
i0 Ibn Battuta (trans. H. A. R. Gibb), Travels in Asia
and Africa, 1325-1354 (London: Routledge, 1953), pp. 322-332.
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protect Battuta from the crocodile as was the custom among
Africans to defend and protect a stranger, and Battuta again
misconstrued it as lack of manners and decency.
Notwithstanding, at times Battuta had some fair and
honest observations to make about the Negroes' honesty and
s incerity
:
Ihe Negroes possess some admirable qualities,lhey are seldom unjust, and have a greater abhorrence
o± injustice than any other people. Their Sultan
shows no mercy to. anyone who is guilty of the least
act of it, there is complete security in their
country. Neither traveller, nor inhabitant in it has
anything to fear from robbers or men of violence.
They do not confiscate the property of any white man
who dies in their country, even if it be uncounted
wealth. 1
1
He recalled the story of
"...a white man who attempted to make away with
four thousand mithgals and the Sultan, on learning of
this, was enraged at him and exiled him to the country
of the heathen cannibals. He lived among them for
four years, at the end of which the Sultan sent him
back to his own country. The reason why the heathens
did not eat him was that he was white, for they say
that the white is indigestible because he is notr p * *,
whereas the black man is ripe." 12
Indeed, a majority of the earlier writers on Africa did
share a common point of view concerning Africa’s precolonial
his tory-
- that is the idea that black Africa had no history or
1
1
Ibid
.
,
p. 329-330.
1
2
Ibid
.
*The ’’not ripe theory” was of long survival. Six centuries
after Battuta a Muslim traveller in the former French Sudan
was informed that there were many who believed white people
had been prematurely born babies who, had they stayed the
normal time in their mothers' wombs, would have been Negroes.
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culture before Europeans came, or had a history of unparal-
leled savagery, superstition, and ignorance-- the bloody tale
of a "dark continent.- The assumption that black Africa’s
history begins with the coming of the European explorers,
traders, and missionaries has been and still is quite widely
held by many.
-Africa,- said an earlier edition of the
£n-?/..cloP ed:t- a Britannica. -with the exception of the lower Nile
Valley and what is known as Roman Africa is, so far as its
native inhabitants are concerned, a continent without a his-
tory... The Negro is essentially a child of the moment, and his
memory, both tribal and individual, is very short. —
^
It must not be thought, however, that all white people
shared a common view about Africans.
-The poor Africans,"
wrote Mungo Park, after living with the Muslim Mandigo,
-whom
we affect to consider as barbarians, look upon us, I fear, as
little better than a race of formidable but ignorant heathens.
The discerning Natives, account it the greatest unhappiness
that they were ever visited by Europeans. They say we
Christians introduced the Traffick of Slaves that before our
coming they liv’d in peace; but say they, it is observable that
wherever Christianity comes, there comes with it a Sword, a Gun,
Powder and Ball.” 14
Stanley Porteus on the Australian Black Fellow, wrote that:
1
3
Charles H. Wesley, "The Changing African Historical
Tradition,” Journal of Human Relations
,
Spring-Summer 1960, p. 324.
1
4
Newton
, 1788, (Ed. 1962), p. 107.
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Wherever the aborigine has become subservientit must not be considered evidence of lack of intelli-gence and indeed may be quite the reverse. He hascounted the odds against him and is quite willing toaccept the idea of white superiority, but at the 'sametime, he has not wholly surrendered his independence
and point of view. He holds the line wherever he can,and this secret retention of long-cherished beliefs
signifies that he is not of such a facile and easily
swayed nature as would appear to be. Unfortunately,
whatever he does is likely to be put down as evidence
of mental inferiority. If he retains his original
customs it is ascribed to ignorance, and if he acceptsthe white man's lead, then he is considered to be as
suggestible and imitative as a child. 15
If the eighteenth century historian or philosopher
started off with a set of preconceptions in his mind, derived
from either Hobbes or Rousseau, about the squalor or the vir-
tue of primitive societies, or even if he accepted the notion
that all Africans were savages, he would, if he were honest,
soon find himself having to modify his views. In the first
place, he would have discovered that West Africa, for example,
contained such an infinite variety of tribes, that it was
really impossible to generalize about Africans en masse.
Although it was impossible to generalize about Africans, yet
every author was prepared to pass judgement on the character
of individual tribes. On the whole, the balance of opinion
about Africans was an unfavorable one. Reade, for example,
would have found passages enough to gratify him in his bias,
but if he were discerning too, he would also have come across
a few remarks that should have made him stop and think. Moore,
1
5
Stanley A. Porteus, The Psychology of a Primitive People
,
(London: Longmans Greene S Company, 19^1)
, pp . 14-15.
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for instance, writing in his Diary stated: ’’The Natives
really are not so disagreeable in their Behavior as we are
apt to imagine; for when I went thro* any of their Towns,
they almost all came to shake hands with me, except some of
the Women
,
who having never seen any White Men ran away from
me as fast as they could.
”
18 0r
,
Captain Phillips in his
Journals
, (1732):
^
Nor can I image why they should be despised fortheir color being what they cannot help, and the
effects of the climate it has pleased God to appointthem.
.
1 cannot think that there is any intrinsic
value in one color more than another, nor that white
is better than black, only we think it so because we
are so, and are prone to judge favorably in our own
case, as well as the blacks, who in odium of the
color, say, the devil is white and so paint him.* 7
What sense could the stay-at-home Europeans make of
these conflicting views? At least, they should have come to
realize that in the play of generalizations, when so much
depended on the eye of the beholder, there was as much to be
said in defense of Africans as against them. What Ernst Benz
said about the study of foreign religions is most applicable
here: ’’The worst of all the handicaps to the study of reli-
gions is preconcept ion. .. the inquirer more or less uncon-
sciously takes his own point of view as normative for religion
in general. It is difficult to avoid this pitfall.” 18
16Quoted in Welch, Ibid
.
,
pp. 14-15.
1
7
Ibid .
1
8
Quoted by E. Bolaji Idowu, "The Study of Religion with
Special Reference to African Traditional Religions,” Orita :
Journal of Religious Studies
,
(Ibadan: University Press, 1/1
June 196 7) , p . 6.
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More often than not, when important historic discoveries
that might help revive the glory that was Africa have been
made, such as the ruined cities of Zimbabwe in Central Africa,
or the 2,000 year-old Nok Culture of Nigeria, with its fine
terracotta figurines, and the more recent magnificent archae-
ological discoveries and art forms as the Ife and Benin
bronzes
,
* it has been asserted that the Negro could not have
been responsible because of the "well accepted fact,” that the
Negroid brain never could have been capable of taking the
initiative in work of such intricate nature. 19 Or, when no
satisfactory explanation can be invented, it is always taken
for granted that "the people themselves are mostly unable to
explain their own inventions (to our satisfaction), therefore,
they evade explanation; their meanings must be guessed." 20 All
of t.iis arises from the fact that both whites and blacks, either
in Europe or in Africa, have been conditioned throughout the
years into one main accepted viewpoint which is the traditional
Western Judeo-Christian
,
Graeco-Roman point of view. "Those
things which whites don't understand or which go beyond any
chance of their acceptance of white-eyed view are considered
ridiculous nothings created by savages living in a primitive
1 Frederick A. 0. Schwarz, Nigeria (Cambridge, Mass.:
MIT Press, 1965)
,
p. 19.
20 Richard Thurnwald, "The Missionary's Concern in
Sociology and Psychology," in The Missionary and Anthropolog -
ical Research
,
by Westerman and Thurnwald (London : OtiP
,
1 9 .1 2 ) ,
p^ TT. See also W. E. B. Ward, A History of Africa, Book I
,
especially pp. 76 ff
.
,
Paul S. Wingert
,
Primitive Art (New
York: The World Publishing Company, 1965 ) , p . 1 4
S’.’
*See Appendix C.
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state...” 21 Or, they will place the title of ’’crude,” or
"jungle," or "native” on them.
As Galbraith Welch has observed, "some characteristic
items, threads in the African fabric, are puzzling and ugly
to us (and sometimes even to the Africans themselves too)
,
some handsome, some set us thinking, asking ourselves are they
not-
-prejudice put aside-
- rather more shrewd than our own.” 22
In recent years
,
persons like: Maurice Delafosse, Louis
Tauxier, R. S. Rattray, Lady Lugard, Felix Du Bois, Henry
Labouret, Leo Probenius
,
Harry H. Johnston, Colin Turnbull,
Basil Davidson, and a great many others 23 have written
interesting accounts of certain parts of Africa hitherto mis-
understood; but even from these more desirable sources with
all their good intentions, one does not learn many facts,
because they look at the Africans from the foreign point of
2
1
Ted Joans, "Papers on Ancestral Creations," Black World.
Aug. 1970, p. 70.
22Welch, Ibid
.
,
p. 7.
23 For more extensive readings, see for example, R. S.
Rattray, Religion and Art in Ashanti (Oxford: 1927).
Maurice Delafosse, Traditions Historiques et Legendaires
du Sudan (Paris: 1913). "
Louis Tauxier, Noir du Soudan (Paris: 1912).
Lugard Lady, A Tropical Dependency (London: 1905).
Labouret Henri"] ”Les Tribus du remeau Lobi, Volta,"
Institute d* Ethnologie
,
Vol. XVI (Paris: 1931).
Harry H. Johnston
,
A History and Description of the
British Empire in Africa (London : 1911 )
.
Melville Herskovits, Dahomey (New York: 1938).
Basil Davidson, The African Past (Boston: Little,
Brown and Company, 1964j^
Colin Turnbull, Tradition and Change in African Tribal
Life (New York: The World Publishing Company, 1966)
.
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view. Even Jean-Paul Satre, speaking of the work of Richard
Wright, says: "However much goodwill is shown by white writers,
they represent 'the other person' for the black." 2 " Wright
himself expressed the same feeling in black Power
, his account
of Ghana, when he stated: "I was black and they were black,
but that did not help me at all.” 25
Putting together the results of these findings, one can
offer two possible explanations for these misconceptions and
myths spread about Africa by the early visitors. That is;
^Cultural Relativism
versus
**Ethnocentrism.
These two themes have been carefully chosen because of their
divergent views on culture and "culture contact." In the first
place, a willingness to welcome and accept the implications of
cultural relativism is the first step toward understanding and
working effectively in another culture. Secondly, ethnocent-
rism on the other hand, is the factor which inhibits an
24Quoted by Claude Wauthier, The Literature and Thought of
Modern Africa
.
(New York; Frederick A. Praeger, l967T7"p7 172.
25Richard Wright, Black Power
,
(New York: 1954), p. 237.
^Cultural Relativism in an individual is a cross-breed culture
which combines pluralities in cultures. As opposed to isola-
tionism, it is here understood to mean a culture dualism or
versatilism-
-
(something very hard to find in any one individual).
All cultures are subjective and relative to the societies they
serve. It is impossible to understand or attempt to arrive at
an objective interpretation of any culture independent of the
environment in which it is bred.
**Ethnocentrism is culture pure, or culture that is free from
contact. Though it may sometimes be free from prejudice,
hatred or bias, it is often hampered by limitations of self-
righteousness which reduces its effectiveness in human interaction.
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individual's ability to have a meaningful positive cross-
cultural experience by encaging him in his own little world.
To any educator or social scientist, the major questions to
be asked here could be:
iV hat are the causes of ethnocentrism?
How does one go beyond it?
And, why should one make the effort to do so? 26
Perhaps the answers to these questions lie hidden beneath
these immortal lines of Rudyard Kipling (1914) in:
We and They
Father, mother, and Me
Sister and Auntie say
All the people like us are We,
And everyone else is they.
And they live over the sea,
While we live over the way,
But--would you believe it?--
They look upon We
As only a sort of They!
We eat pork and beef
With cow horn-handled knives.
They who gobble their rice off a leaf,
Are horrified out of Their lives;
And they who live up a tree
And feast on grubs and clay,
(Isn’t it scandalous?) look upon we
As a simply disgusting They!
We shoot birds with a gun
They stick lions with spears
Their full-dress is un-
.
We dress up to Our ears.
They like their friends for tea.
We like Our friends to stay;
And, after all that, They look upon We
As an utterly ignorant They!
26 For more discussion, see Elenore S. Bowen, Return to
Laughter
,
(New York: Doubleday, 1964).
38
We eat kitcheny food,
We have doors that latch.
They drink milk or blood,
Under an open thatch.
We have Doctors to fee.
They have Wizards to pay.
And (impudent heathen!) They look upon We
As a quite impossible They!
All good people agree,
And all good people say,
All nice people, like Us, are We
And everyone else is They;
But if you cross over the sea,
Instead of over the way,
^ ou may end by (think of it!) lookinp on We
As only a sort of They! 27
It makes little difference whether one selects the impor-
tant or the trivial aspects of the contradictions in these
findings, between our own personal thoughts, feelings, and
beliefs. The significant thing to note is that it is fatally
easy to invent logical, consistent explanations for other
people’s social actions which have little or no relation to
reality or rationality as we ourselves perceive it. There is
further, the urge to find satisfying explanations of social
phenomena- -which is equally disturbing.
The more one reads history, anthropology or sociology, 28
the more one comes to understand that traditional institutions
and natural environment count more than natural capacity or
incapacity in explaining the cause and effect relationship in
27 Rudyard Kipling, Kiplings Verse-
- Indus ive Edition,
(London: Stoughton, Ltd., 1927).
28 See for example, John Middleton, ed. From Child to
Adult, (New York: The Natural History Press'^ 1 9 7 O’)
;
also
,
denore S. Bowen, 0£. cit .
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human life. But, it is quite difficult to have a rational
view of anything different from that to which we are accus-
tomed. The emotional quality of our judgements of peoples
different from ourselves colors our ideas and opinions more
than we are often willing to admit. The African has been
conditioned to the emotional judgement that he (the black)
i s ugly and that they (the white Europeans) are beautiful.
Hence
,
it is not only the Europeans, but the Africans as well
who must have to disabuse themselves from the stereotype of
the ’’noble savage,” perpetuated by historical chroniclers and
by the news media about Africa. Missionary accounts, through
which many people of the outside world have gained their
acquaintances with African life, often emphasize and may even
^ xa S§ e **ate the so-called savage features of African cultures,
while the adventure books of the twentieth century ’’explorers”
and anthropologists and television Tarzan movies tend to play
up the exotic and the sensational. Both images of course, are
partly true, but in the main, both are misleading. In the
United States, for example, the Pygmies and the Bushmen, who
are very few in number and quite atypical of Africa in general,
are more widely known than the Hausa, Ashanti, Igbo, Fulani,
Kongo, Chaga, Yoruba, or other peoples who are just as important.
Because attacks have been made upon the history and often
the capacity of black Africans as a race, they tend to respond
emotionally or forcefully collectively, and sometimes roman-
tically or apologetically to emphasize the social values of
40
tae African way of life. Two Ghananian poets, Dei Anang anU
Kobina Parked Respectively bring out these sentiments so well
My race was great
And ever so will be
For man's primeval dawn
Began its course
Upon my land.
And
,
Give me black souls,
Let them be black
Or chocolate brown
Or make them the
Color of dust
Browner than sand.
But if you can
Please keep them black.
Black.
Jomo Kenyatta makes a striking and persuasive observation of
the coherence and logical bases of the institutions of his
tribe, the Kikuyi, in Facing Mount Kenya
,
in which he devotes
much time to the defense of these institutions. Perhaps, the
most revealing passage in this respect is that dealing with
cl itoridectomy of girls. After recounting the indignant con-
demnation of this practice by British religious, governmental,
and medical authorities, Jomo Kenyatta stated;
The real argument lies not in the defense of the
surgical operation or its details, but in the under-
standing of a very important fact in the tribal
psychology of the Gikuyu- -namely
,
that this operation
is still regarded as the very essence of an institu-
tion which has enormous educational, social, moral,
and religious implications, quite apart from the
operation itself. For the present it is impossible
for a member of the tribe to imagine an initiation
29 See Langston Hughes, An African Treasury
,
(New York:
Pyramid Books, 1966), p. 170 ££.
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without clitoridectomy
. Therefore the abolition
u
sur 8lcal element in this custom means tothe Gikuyu the abolition of the whole institution.
Hie real anthropological study, therefore, is tto show that clitoridectomy, like Jewish circum-
cision, is a mere bodily mutilation which, howeveris regarded as the conditio sine qua non of the wholeteaching of tribal law
,
religion
,
and morality.
The initiation of both sexes is the most*
important custom among the Gikuyu. It is looked
upon as a deciding factor in giving a boy or girl
the status of manhood or womanhood in the Gikuyu
community. This custom is adhered to by the vast
majority of African peoples and is found in almost
every part of the continent. It is therefore neces-
sary to examine the facts attached to this wide-
spread custom in order to have some idea why the
African peoples cling to this custom which,' in the
eyes of a good many Europeans, is nothing but a
"horrible” and "painful" practice, suitable only
to barbarians. 30
I arallel to this is his statement in his conclusion regarding
the injustice brought about by the inequity of the distribu-
tion of the fertile lands in the Gikuyu:
When the European comes to the Gikuyu country
and robs the people of their land, he is taking away
not only their livelihood, but the material symbol
that holds family and tribe together. In doing this
he gives one blow which cuts away the foundations from
the whole of Gikuyu life, social, moral, and economic.
When he explains, to his own satisfaction and after
the most superficial glance at the issues involved,
that he is doing this for the sake of the Africans, to
"civilize" them, "teach them the disciplinary value of
regular work," and "give them the benefit of European
progressive ideas," he is adding insult to injury, and
need expect to convince no one but himself. 31
And, Doudou Thiam on the same issue comments that:
A stranger comes from some distant corner of
Europe: his attitude is complicated. He may be
30Jomo Kenyatta, Facing Mount Kenya, (New York: Vintage
Books, 1962), pp. 128-129.
3
1
Ibid.
,
p . 20 5
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P£e J udlc ®d: l
?
has read and heard a lot aboutAtnca
; he looks with pity on these ’’primitive"people, then goes his way muttering ’the Neoroes
are just big children.' He may want to undf"
* k* observes carefully
,
we translate some
tll ° J
stones for him, but his mentality is suchthat he cannot always understand the rich but
complex soul of Africa. Also, hearing praise ofcunning and lies, he makes too hasty a judaement--they are cheats and liars. 32 ' J °
In this regard, Andre Bernard Dadie speaks positively and
lucidly on the similarities and uniqueness of both the
European and the African cultures (each in its own) when he
wrote
:
They have neon lighting while we still go by
the light of a storm lamp. They have the telegraph
and we the drum code; they have books and we have
stories and legends by which our forebears trans-
mitted their knowledge. These stories and legends
are our museums, monuments, and street names--our
only books, in fact. This is why they have such animportant place in our daily lives. Every evening
we leaf through them and despite the whirl of our
*
present-day life, we cling to our past. This gives
us strength. Our hasty observers, unaware of these
facts, have unfortunately not always penetrated
further than the sordid appearance of our straw huts.
They have not known how to read the hoary old men
sitting at the threshold of these straw huts. People
with no books, no monuments, and therefore no value. 33
Africa today is plunged into a whirlwind of conflicting
ideas and pressures--economically and socially. The work
songs of her peoples as they go toiling happily in the bush
or the totem bird of his ancestors, are all fading away
32 Uoudou Thiam, Des Contes et Pables en Afrique Noir,"
Presence Africaine : IV, p. 667.
3
3
Andre Bernard Dadie, ”Le Role de la Legende dans la
Culture Populaire des Noise d'Afrique," Presence Africaine:
XIV-XV, p. 168.
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rapidly into the bush, and he seems to be standing aimlessly
saying with Dei Anang:
Here we stand
Poised between two civilizations
Between?
To days of drum
And festal dances in the shade
Of sun-kist palms.
Or forward?
Forward!
Toward?
The slums, where man is dumped upon man?...
The factory
To grind hard hours
In an inhuman mill
In one long ceaseless spell?
Obviously nobody has the answer to this, but it might be
worthwhile for both the old and the new systems in Africa to
ponder on the fact that:
Momodu knows a great deal more than the white men
think, and if he would only just learn ever so little
more, he would be a fine man--one of the best. It
would do him a world of good to come over here (England)
and have a look at Fleet Street by daylight; to go over
a few of our engineering shops and factories; to'see
a little naval gun-testing; to ride on the electric
trams; and to live in a first class hotel for a few
weeks, and go up the lift; just as it would do the white
man a world of good to go and look at him as he lies on
his back watching the guinea-corn grow or the rubber
oozing from the vines. He would alter his ideas of the
white men, just as they would alter theirs of him. At
the present the white men fail just as much to perceive
his good points as he fails to see theirs. The white
men are about as blind as he is. 34
Religion played a great role in determining how best the
Africans could be approached and civilized. Even so, mission-
aries and administrators were not sure which form of religion
34 George D. Hazzledine, The White Man in Nigeria
,
(London: Arnold, 1904), p. 226
.
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was best for Africans, neither were they in agreement that
the African did actually have a God.
De-Graft Johnson stated that, at that time, theologians
were not unanimous on the Negro problem. He quotes J. A. J.
Utting in The Story of Sierra Leone:
, .
* k"°" that our dlvines and learned men cannot
And nf they (the Ne Sroes) have souls.
^
lf they have not, they are as welltreated as other animals
; but all the same I amsorry for them. 35
As sane Seek recalled the earliest days of Spanish and
Portugese colonization in "Geographic, Colonization et
Culture." ”So it was easy to justify the brutalities needed
to civilize the savages to whom they were bringing the
Catholic faith. Hence, the missionaries followed the con
querors.
.
.
"
3 &
C. S. Tidiany sums up the problem as the need "to
justify colonial expansion, while imperialism went on to
develop the theory of racial and cultural inferiority." 37
On the same religious issue, the American Negro writer,
James Baldwin, is just as critical of the Christian Church.
In speaking of his loss of faith, he wrote:
J5 De-Graft C. Johnson, African Glory, (London: 19541.
p. 49.
36Assane Seek, "Geographic, Colonization et Culture,"
Presence Africaine : XIV-XV, p. 47
3
7
C. S. Tidiany, "Noir Africain et Culture Latine,"
Presence Africaine : XlV, 1952.
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I realized that the Bible had been written by
v.hite men. 1 know that according to many Christians,
i-w
%
a des
^
endan
.
t of Ham, who had been cursed, andthat I was therefore predestined to be a slave.
remebereed the Italian priests and bishops biessingItalian boys who were on their way to Ethiopia.
.. in
'
role of christianit
^ has
-
He denounces the
...remarkable arrogance that assumed that the ways
and morals of others were inferior to those of
Cnristians, and that they therefore had every right
and could use any means to change them.... It is not’
too much to say that whoever wishes to become a truly
moral human being... must first divorce himself from allthe prohibitions, crimes, and hypocricies of the
Christian Church.” 39
Langston Hughes echoes the same sentiment, but in a
rather ironical mood:
0, precious Name of Jesus in that day!
That day is past.
I know full well now
Jesus could not die for me
That only my own hands
,
Dark as the death,
Can make my earth-dark body free. 40
Certainly, most white men, whether professing to be
Christians or not, welcomed the success of missionary efforts
in Africa. The degrading fetishism and demonology which sum
up the native pagan cults, they thought, could not stand, and
all Negroes sooner or later, would someday be either Christians
or Moslems.
In the midst of all these conflicting opinions and con-
jectures about the nature of the African, it was finally
38James Baldwin, The Fire Next Time (New York: Dell Pub-
lishing Company, 1969)
,
p. 7Z~.
3 9 Ibid
.
,
pp. 66-67.
4 0 Langston Hughes, in Presence Africaine: VI., p. 165.
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religion that decided the issue. The African’s "backwardness,”
it was then generally agreed, lay in the fact that he had no
leUgi^n. He was a heathen. 1’ 1 If the African is christened,
it was thought, his heart will be purified and his thinking
will alter for the good. The implication then was that the
African was treated as a host organism within which dwelt the
seed of all his "backwardness," and European religion will
certainly exorcise the devil in him. As long as the African
can be christianized, his "savage" instincts will be
restrained and he will be disposed to acquiesce to European
tutelage. Consequently, the missionary followed the explorer
with his schools. It was upon this bedrock that the founda-
tions of African education was laid. Education in Africa,
therefore, is the offspring of some mythical, illusory
ignorance, and misunderstanding--the aims of which were mainly
commercial, religious, or charity.
4 The Standard College Dictionary defines, or rather trans-
lates "heathen" as one who is neither Christian, Jewish, nor
Mohammedan." Thus heathen, a grossly derogatory cultural term,
would be a fitting label for even the African, Hindu, and
Chinese whose civilizations and cultural enlightenment date far
back into antiquity! See Funk and Wagnalls, Standard College
Dictionary
,
(New York: Harcourt, Brace and World" Inc., 19 63),
p~, 619
.
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CHAPTER IV
EDUCATION IN AFRICA TODAY AT THE CROSSROADS
What is happening in Africa today is certainly one of the
most dramatic and exciting human adventures on the face of the
earth. Although other continents of the world present or may
have presented equally complex sets of problems, the particu-
lar excitement of Africa in the present decade is quite dif-
ferent. One might say that this excitement springs out of the
fundamental hopeful thinking that education will solve all of
the continent’s problems.
All over former colonial Africa, from Lagos to Gambia,
and from Kenya to Zambia, concerted efforts are being made by
both politicians and educators to revamp both the quality and
the quantity of education. Each year, governments are pouring
more and more money into education. 1 More schools, colleges,
and universities are being built. There is also the ever
increasing demand for adult learning centers to teach adults,
among other things, how to read first grade English and to
sign their names. All of this is aimed at the eradication of
illiteracy
.
It is quite obvious to many people that Africa has educa-
tional needs, but the major question that this need poses is:
What kind of education is most suited to the newly independent
^he budgetary allocations for education in a majority of
the newly independent African nations have been quite high,
averaging fifteen to twenty percent of the total. See p. 101
and Appendix H.
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nations of Africa in their search for socio-economic and
political identity? To answer this question, it requires:
1) a careful scrutiny of different aspects of the
present educational system, and
2) an exploration of the aspects of education that
were dominant in tribal Africa prior to the
colonial era.
Subsequently, it might be possible, after reassessing and
synthes i zing these aspects, to speculate a synergetic plan
for the future of African education.
In the past, a false front of simplicity was arbitrarily
imposed upon Africa by the colonial administrators, In deal-
ing with Africa through British, French, Portuguese, Belgian,
or Spanish channels, the view of the continent was over-
simplified and distorted. From what has been noted in the
preceding chapter, the reason for an educational imposition
on Africa becomes quite obvious. 2 From their earliest con-
tacts, the Europeans have regarded Africans as children,
simply because African ways of life were quite alien to them.
Andre Gide in his Travels in the Congo put it scathingly that:
2 0ne can argue that the Africans were not unaware of the
coming of the European formal education. But, one can hardly
doubt that they were unaware of the consequences of the form
of the education that came. For example, the first Europeans
were not formally invited to come to Africa, neither did they
consult with the Africans as to what forms of educational
importation/exchange they needed.
Ihe less intelligent the white man is, the more stupid he
thinks the black. 3
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But since these two divergent and sometimes opposing
cultures nave met, they had to contend with each other.
Although neither the African nor the European knew exactly
what to do to bridge this cultural gap, each was vaguely con-
vinced that his culture was superior and worth preserving,
and while the African held tenaciously to the preservation of
his own culture, the European was resolved to the proselyti-
zation of his. Consequently, "a working misunderstanding'’
4
had to be contended with between the Africans and the colon-
izers.-' This was carried out in many ways. Among the most
conspicuous was the so-called system of "indirect rule" 6 whereby
the colonizers tried to allay the fears of the native Chiefs
3Andre Gide, trans. Dorothy Bussy, Travels in the Congo,
Berkeley, California: University Press
,
1962 )
.
4 Not all African states were willing to concede to this
principle. The predominantly Moslem States, for example,
shunned any European penetration into their lands at all costs,
because they coveted their heritage very highly, and were
convinced it was quite superior to any other. The unwilling-
ness of the Moslems to Westernize is still clearly evident in
the disparity exemplified in the "Wes ternization of modern
Nigeria.
"
5 0ne might expect that the rubbing of shoulders and ideas
by the different cultures would result in a "melting pot," as
evidenced by the experience of the United States. But, what
did emerge in Africa was not common understanding so much as
it was a more or less fortuitous confluence of some aims and
purposes, accompanied by a constant suspicion of tyranny,
ignorance, stupidity, or lack of good faith when things do
not turn out as expected.
6 See for example, Lord D. Frederick Lugard, The Dual
Mandate in British Tropical Africa
,
(Edinburgh: Blackwood
and Sons
,
1926).
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and Emirs by identifying with their needs. Thus, the local
chiefs could be effectively used to satisfy the wishes of the
colonial powers while at the same time gratifying their own
personal needs to remain in power. This is what Saburi Biobaku
fittingly termed, "cons tructive abdication of power” on the
part of the colonizers. 7
It was upon this gestaltic view that the foundations of
African education was laid. The Africans, on the whole being
morally and mentally unprepared for this form of "education,"
grabbed it as the panacea for all their social and economic
ills. Now that these African countries are shedding the yoke
of their colonial tutelage, they are faced with the serious
problem of restructuring their educational institutions so that
they become better and clearer mirrors of their African
societies
.
In order to understand African education, it is necessary
to comprehend its historical development and particularly the
educational policies of the colonial powers; for as David
Scanlon put it, "The design for Africa's educational structure
was conceived in the educational offices of Paris, London,
Brussels, and Rome, refined by dozens of local governors, and
executed by thousands of educators working in the field." 8
This suggests that education in Africa then was an enterprise
whereby the expatriate teacher/administrator was left entirely
— »' ” ” '
I
I.. I—. - - - -I— - —- —I M I . » —— —— ~ ~
7 Saburi 0. Biobaku, The Egba and Their Neighbors
,
(London:
Clarendon Press, 1957), p7 78.
8 David Scanlon, Ibid.
,
p. 3.
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to his own devices in Africa, lie chanced with his absentee
power structure in Europe, and struggled through a hostile
environment trying to "educate" the African child. Add to
this that most of these expatriates were first imperialists,
merchants, adventurers, or gospel preachers before they were
educators. The educational system in those early days may
be analogous to one of the blind leading the blind. The
African was blind as to the intent and purpose of the
western educator, and likewise the educator as to the aims
of education, curriculum content, and methodology of learning
and teaching in an African environment. Consequently, the
system of education that evolved out of this concoction of
ideas from local administrators and dogmas from the colonial
offices in Europe, was neither African nor wholly European.
It was haphazard, and born of opportunism and expediency.
Commenting on the disparity in educational expansion in
"Vest Airica, Colin Wise noted that: "Education began in the
forts, and coastal towns, where mulatto children in the forts
or liberated slaves who implicitly obeyed their liberators,
simply accepted education because they were told to do so.
Even in recent times, parents in very backward districts
looked on it as "giving their children to the white man,’ when
they sent them to school." 9
9 Colin Wise, A History of Education in British West Africa
(London: Longman's Green and Company, 1956), p. T77
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On the whole, the traditional people that mattered in
society, who joined the missionaries and their schools, did
so either reluctantly or after their powers and status posi-
tions were threatened by the dregs of society. Their motive
for joining the white man's ways was first conceived as a
Way of protecting society by learning "the new tricks," and
not as a preference for the white man’s ways because they
were superior; and secondly as a way of getting ahead. They
therefore must have reasoned in Crocker's words that since
"•••the white man has come here and he 'only grabs,' if we
would get ahead in this new world (of his) 'we too must
grab.' They told us 'the devil is black,' but they betrayed
us; 'the devil is white. '"^ Thus many Africans did not see
European learning as having any value in itself; they saw it
only as a means to power and to money-making.
In most instances, those who xvere sent to the white man's
schools were the rejects or the misfits, as William Conton
pointed out from his own personal experience:
My
#
family sent me to school--the only child in
our family thus favored. Perhaps the reason was
merely that when the children squatted on the bare
earth in front of the house, taking turns in invent-
ing stories, mine always seemed to be the lengthiest
and most involved as well as most popular. But my
elder brother had learned to give my mother's
i0 W. R. Crocker, Nigeria: A Critique of British Colonial
Administration (London! Oxford University Press, 1936)
,
p! 327.
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customers their correct change at an earlier
age t nan 1, and one of my younger brothers
could beat the drum better than I could... 11
in tne African ethos, William Conton had to be sent to school
because he could not "read" his own language, including drums
and smoke signals.
kobina Afram in Ihe Catechist was sent to school because
of the accident of being born with soft hair like the white
man--a nutritional deficiency. 12 Also, in The Only Son
, it is
the son of a widow who goes to school, not the sons of those
who are established in society. 13
The result of all this is that all of a sudden, with the
advent of the buropeans
,
the African finds himself behaving dif-
ferently, not that he wants to behave that way, but because he
is being forced or frightened into doing so. There was not much
choice. And, thus, the doyen of African education which, in
essence, was designed to strengthen the service of Africa to
Europe. This was especially so because in those days, "it
was very difficult for the European educators to get beyond
the idea that the African was to be educated only that he
might assist or aid his more worthy brother, the European." 14
1 William Conton, The African (New York: New American
Library, 1961), p. 3.
12 Joseph Abruquah, The Catechist (London: Allen and
Unwin
,
1965)
.
1
3
John Munonye, The Only Son (London: Ueinemann, 1966),
(passim)
.
14 Desmond Bittinger, An Educational Experiment in Northern
Nigeria in its Cultural Setting
,
(Philadelphia:
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hven Lugard's ostensible '’mutuality of benefits " 15 in
the development of African resources upon which his so-called
theory of "dual mandate" rests, would have been durable and
laudable were not the mandate unequally vested. Unfortunately,
the mandate was precariously balanced on one side only--the
Luiopean side. The African, according to Lugard, must remain
passive until he has been "uplifted" by the genius of the
British imperialism. 1
b
In other words, until he has satis-
fied the whims of the imperialists. Matungi says it well in:
iou white people did not come to live here when I was a child,
and your teachers did not set up their schools until they
needed to make use of us..." 1 ? 0r
,
as Bittinger put it, the
African was not asked generally whether he favored the
changes taking place in his country. He was trained only to
assist in them, regardless of what he thought about them. 1 ®
Western education, then, came with reluctance to colonial
Africa through missionary endeavor, and confined to the lowest
possible level, that is, the training of artisans, craftsmen,
1941), p. 192. For more discussion on the "elder brother"
theory, see for example, Albert Schweitzer: An Anthology.
Roy, C. R., ed. (London: "Slack Ltd., 1347), p. 85.
ls Lugard, Ibid
.
,
p. 618.
1
6
Ibid
.
17 Colin Turnbull, The Lonely African (New York: Doubledav.
1963), p. 43.
18 Bittinger, Ibid
.
,
p. 192.
55
clerks and interpreters. Coupled with the lack of practical
opportunity for educational relevance, this meant that the
African had no chance to understand this new world around
him. But it was so tantalizing and coaxingly presented to
him that,
T1
2
e
r
6
^
ere many men and women in Umuofia who
k ?°!u
£eel as stron g 1y as Okonkwo (or Matun^i)
hrnuJhe ?ew disposition. The white man had indeedbrought a lunatic religion, but he had also built atrading store and for the first time palm oil and
^came things of great price, and much moneyflowed into Umuofia.
And even in the matter of religion there was agrowing feeling that there might be something in it
after all, something vaguely akin to method in the
overwhelming madness. 20
l0 1Hustrate this point about relevance, as recently as
1950, frogs, rabbits, and fungi for dissection in biology exam-inations for the Cambridge (West African) School Certificate
were imported from England!
Colin Wise reported that Mr. Sunter, the first Inspector
of Schools for the West African Settlements, complained that
the Basel Mission was teaching statics (sic) and dynamics in
their upper standards while the pupils could not understand
fractions. Here are some specimen questions from a Teachers'
Certificate Examination for 1890:
a) "Write 1,110,011,100,111 in words."
b) "If it be known that the decimal .2421 or some portion
of it repeats, calculate as a vulgar fraction the
difference between the greatest and the least values
it might have."
c) "Show how far contacts with Scandinavian dialects
influenced the vocabulary of our language."
d) "Write down the names of the different countries of
Europe with their capitals and the rivers on which
they are situated." See Colin Wise, 0£. cit .
,
pp. 20-21.
20 Chinua Achebe, Things Fall Apart (London: Heinemann,
1958)
,
p. 159.
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Whereas in the earlier days of colonialism the missionary
had come with religion, bribes, goodwill, and some understand-
ing, and aided by the merchant's goods, to lure the African
into accepting European domination, with more and more European
governmental intervention, a new attitude quickly developed.
This new attitude was greatly pioneered by merchants and a few
administrators who
...were quaintly resentful that the African simplydid not know what was good for him, and if necessary,
ne would have to be forced to accept Western civiliza-tion, lock, stock ancT barrel
,
and like it. Anyhesitancy on the part of the Africans was taken as
sheer stupidity or lack of intellectual efficiency,
and any resistance was taken as being grounded in the
same kind of intolerance that the European himself
felt. Nobody seemed to consider that the African was
perfectly capable of making up his own mind, or evenhad a right to.” 21
Nobody thought in terms of selective adaptation. It was merely
a question of whether the African was capable of being "
civilized,” or whether he was so biologically inferior that
it was not worth the attempt.
Beyond the Melting Pot
.
With the mystification of racist ideas of superiority
came the exercise of colonial subjection. Whether he liked
it or not, the African would have to learn new ways of com-
municating and of behaving- -which meant discarding whatever
he had of his own inheritance and acquiring only the trappings
of European civilization. Thus, instead of a melting pot of
21 Turnbull, Ibid., p. 60.
—
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ideas and cultures which might have led to "a working under-
standing/' what did emerge was rather a disequilibrium of
the existing African cultural patterns.
The schools were also greatly involved in forcing the
African to disregard his cultural heritage. Commenting on
the role of the schools on this issue, Westermann noted:
Like every other activity of the white man, the
school... ha. a destructive effect on social cohesion.
The African educates his child for life in the com-
munity; and in this lies the real meaning and strength
of his educational methods and aims. Whenever they
come much into contact with European materialism,
they naturally part with what is most real and mean-
ingful in their own lives, and (without knowing it)
they take on what is superficial in the life of
Europeans
,
22
Bittinger argued that this was not the fault of the African,
but rather of his foreign teacher: "Little thought was given
to the harmful effects the denationalizing process of the
schools would have upon the African." 23 As a matter of fact,
the Europeans accepted it and provided for it, through pref-
erential treatments accorded to "educated Africans," thus
enhancing the collapse of the already shaken social cohesion.
Perhaps the most lucid comment on this tragic failure of
the two worlds to comprehend each other is to be found in the
last paragraph of Chinua Achebe's Things Fall Apart
,
which
reveals the thoughts of the European District Commissioner
as he gazes on the body of Okonkwo
,
while contemplating on
22 Diedrich Westermann, The African Today (London:
Oxford University Press, 1934)
,
p. 2TB.
23 Bittinger, Ibid.
,
p. 186.
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the remarks of the old man, Oberika. He is convinced that he
is bringing '’civilization” to Umuofia, as the elders of
Umuofia are convinced that he is destroying civilization, and
Achebe makes their case quite strongly: To the District
Commissioner, the dangling body of Okonkwo presented an
’undignified detail/’ But, to Oberika and to most of the
elders of the tribe, he was "one of the greatest men in
Umuofia.” The lives of the individuals did not touch the
District Commissioner in any way. Rather, some of the more
bizarre episodes would make "interesting reading” in his book,
lo him, tiie people hardly existed as human beings. He there-
fore felt quite free to trick and betray them in order to
civilize them. Reams of bitter personal comments would
not have represented the callousness of the new system any
better than the final paragraph of Things Fall Apart :
The Commissioner went away, taking three or four
of the soldiers with him. In the many years in
which he had toiled to bring civilization to differ-
ent parts of Africa, he had learnt a number of things.
One of them was that a District Commissioner must
never attend to such undignified details as cutting
down a hanged man from a tree. Such attention would
give the natives a poor opinion of him. In the book
which he planned to write he would stress that point.
As he walked back to the court, he thought about that
book. Every day brought him some new material. The
story of this man who had killed a messenger and hanged
himself would make interesting reading. One could
almost write a whole chapter on him. Perhaps not a
whole chapter, but a reasonable paragraph at any rate.
There was so much else to include, and one must be
firm in cutting out details. He had already chosen
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the title of the book: The Pacification of thePrimitive Tribes of the Lower Niger.
rms apparent lack of working understanding is perhaps
most exemplified in this short story on "African Work Songs,"
by Tennyson Makiwane of South Africa:
At a Johannesburg timber yard, a white foremantook on a job to "supervise" the hundreds of Africanlaborers employed there. After watching the routinefor hours the new "boss" shouted out to the workersto halt and gather round him.
rr-
IIe was with rage when he said: "Youkaffirs, do you think you have come to a picnic here?Com on, get on with your job and stop that singing."
The workers were silent robots as they off-loaded logs of wood from trucks and went about doingtheir work. Only the sound of the electric saws
could be heard as they went: "terrrrr
. .
.
,
" slicing
the timber. &
Within a fortnight, however, the foreman found
himself in the manager's office. And this time he
was on the receiving end as questions were fired at
him as to why production had dropped. "Did you say
you ordered them to stop singing?"
This was not the only time the work songs triumphed.
There is another episode.
Some railway workers had to remove a heavy steel
block. A batch of white workers who were at the job
battled for a long time but in vain. A squad of
African workers was then brought up to give it a go.
Seeing this, passers-by stood around to watch what
would happen now.
The workers started a song and reached for the
load slowly, moving with the rhythm of the song.
Whilst the soloist completed his part, the rest remained
glued down on it. The chorus came and the solid steel
moved as the workers thrust forward amidst cheers from
the onlookers: "Hurray! Hurray!"
Our new foreman could not understand a simple
principle. That a group of workers performing heavy
manual labor requires the maximum cooperation amongst
themselves
.
We all know the common counting method of ensuring
unanimous action: "One, two, three, heave!"
2**Achebe, Ibid.
,
p. 185.
00
African workers achieve this vital cooperation
rhvthm
n§
f ?f
ir talent for sin g in g> and work to they o the songs.
A good example is a song sung by workers sliding
a heavy object along the ground. It says: g
Watshi tshiliz
' umadala,
Watshitshiliz
' umadala, umadala, umadala.
Let him slide along, the old man, this old man.The workers push to the rhythm of "umadala, umadala..Similarly with this one:
Ayilvumi thela amanzi NYIK1THI
Ha uthi NYIKITHI
,
NYIKITHI
,
It refuses to budge, loosen it with water.
Myikithi. '
Shake it ! ... 2 5
»»
Although these episodes are from South African experi-
ence, examples could be multiplied from almost all over Africa
to show how the African can so skillfully combine strength and
mirth so that work to him becomes fun and pleasure. But,
unfortunately, too, this peculiar ingenuity and resignation
of his can easily be misconstrued as picnicking, idleness,
frolicking, and waste of time.
The Emergence of New Leaders
.
One of the serendipial effects of colonial education in
Africa is that it opened the door for a few Africans to take
a glimpse at the enormous leadership opportunities that lay
ahead of them if only they could learn to outwit the colonial
masters in their own game. Generally speaking, the colonists
based their educational philosophy on three key objectives,
namely
:
25 Tennyson Makiwane, "African Work Songs," in Hughes,
Langston, ed.
,
An African Treasury (New York: Crown Pub-
lishers, Inc., 1960 J , pp. 95-96
.
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1) to build replicas or little model Europes in Africa;
2) to train interpreters, clerks, and paraprofessionals
who would act as vanguards in the "civilizing”
mission
;
3) to train a hard core of dependable vocational and
agricultural corpsmen who would remain to till the
land and supply essential raw goods, and also
serve as a showcase in the exploitation of the con-
tinent
.
In the course of time, as more and more Africans became
Europeanized, these aims clashed and boomeranged.
Incidentally, given the nature of the African societies,
and tneir adaptability to change, the process of "Europeani-
zation of the African" was not something to be looked upon
as entirely repugnant and detrimental to the African person-
ality and culture. Its aftermath was serendipial. Neverthe-
less, it was obvious that it was extremely dangerous.
"Carried to extremes, as it was from time to time, this could,
(and often did) result in such absurdities as the Belgian
decision to teach Flemish in Congo schools." 26 As Basil
Davidson pointedly observed; ...a few Africans were given all
the keys of European culture; but the intention, of course,
was not to promote symbiosis, but assimilation... 27 (This
26 Basil Davidson, "The African Personality," in Africa ;
A Handbook, Legum, Colin, ed. (London: Anthony Blond^ 1961)
,
pT'TlX.
2 7 Ibid.
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intention failed utterly. )2s But, ironically,
...the best
and the brightest assimilgs used their keys to open another
door-
-tne door to African cultural liberation; and it was
fiom these assimiles (whether in Africa or in the West Indies)
that the vanguards of African nationalism were drawn. 29
In his opening address at the Dakar Conference of African
writers, President Leopold Sanghor summarized the whole issue
when he strongly pointed out that "although there have been
complaints of our having chosen French as the African Negro's
vehicle of expression, my reply is that we made no choice.,..
Our position as colonial peoples meant that we had to submit
to the language of our colonizers or, to put it more accurately,
to the policy of assimilation; by action and by reaction, we
chose the colonizers' own arms to turn against them." 3
o
It has always been the policy of the French government in
their colonies that whenever a young, intelligent African
reared his head, he would be taken to France and given the
best education to turn him into, as much as possible, a black
Frenchman
.
The British too, to some extent, adopted the same prin-
ciple through their highly selective scholarship system of
28 See for example, Diamond Stanley, ed.
,
Nigeria: A Model
of Colonial Failure (New York: American Committee on Africa,
rzrrr.
—
29 Davidson, Ibid
.
30 Leopold Sanghor, "Opening Address," in African Litera-
ture and the Universities
,
op . cit
.
,
p. 14.
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screening out those eligible for higher education to further
their studies in England. When these young Africans returned
to their home countries, they naturally formed the basis of
tne new leadership, These were the young men and women who
(often educated in France, Britian, or America) acquired from
their rulers new strong weapons, which included a strengthened
belief in individual freedom, and national self-determination.
It was they who were chilled and then angered by the cold hand
of racial prejudice they experienced overseas; and returning
home to their mother Africa, seeing white men less qualified
than they, get better jobs and more pay in their own countries,
could not help but become political activists to propagate
n at i on a 1 i sm , -
- Af r i c a for the Africans. 3 ^ They were those who
nad fought hard to enter the modern world, have participated
in its cash economy, and were the first to partake of Western
education. Once they had done so, it seemed that their
resentment of alien tutorial rule was inevitable.
The apparent irony in this,, too, is that once these new
breed of Africans have tasted Western culture, their appe-
tites for more became insatiable. All of this may be attrib-
uted to the ambivalence of Western education which is clearly
brought out in comparing the following poems by Dennis
Osadebay
:
31 See for example, Ndabaningi Sithole, African Nationalism
(London: Oxford University Press, 1968), especially P. il4 ££.
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YOUNG AFRICA THANKS :
Thank you,
Sons and daughters of Britannia.
You gave me hospitals,
You gave me schools,
Easy communications too,
Your western civilization. 32
YOUNG AFRICA'S LAMENT :
I am half starved;
I asked for bread they gave me stone.
I am thirsty;
1 asked for water they gave me slush.
They tell the horse to wait awhile
Because green grasses would soon grow
And dry Sahara would yield great streams. 33
Such contrasts as portrayed in the above poems, however,
show no inconsistency, but the real nature of colonialism which
gave with one hand and took away with the other. It is the
hand which brought technical progress, but, allowed the appren-
tices neither their full development nor equality of rights.
The Africans who accepted the innovations with enthusiasm were
just the same ones who would feel bitterest at this discrimina-
tion against themselves as individuals. Such bitterness was
somehow realized, and to some extent welcomed, by the wiser
Englishmen like Sir Frederick Lugard, who wrote: "If there is
unrest and a desire for independence ,... it is because we have
taught (the people) the value of liberty and freedom. .. .Their
very discontent is a measure of their progress ." 34
32 Chukude Dennis Osadebay, Africa Sings (Devon: Ilfra-
combe, 1952, No. 500), p. 14.
3 3 Ibid.
, p . 10
.
3 **Lugard, Ibid
. ,
p. 618.
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Lugard was right; the African "pupils” were making progress
in their search for liberty and independence, and certainly
tnat was reason for their tutors to be proud. But the thing
which is wrong about Lugard’ s statement is that he seems to
ignore the fact that people are not taught the value of
liberty and freedom: they feel it. The Europeans did help
"educate" the Africans so that they could better articulate
their feelings. lhey ushered in modern industrial technolo-
gies in education, health, and commerce. Above all, they
awakened in the Africans the realization that they (the
Europeans) were something more obvious than ever before from
which to be free.
The Estranged Ones: It Can Happen to Anyone
.
An educated African , then
,
could not help feeling isolated,
hollow, and a stranger in his own country. The gap dividing
him from the alien bureaucracy was of a moral nature; the one
separating him from his illiterate brothers was both social
and cultural. As a matter of course, the first circle of
educated Africans had to develop political consciousness as
the spokesmen of the chiefs when they found out that the chiefs
were being manipulated by the colonists. But the colonial
administrators realized their potent and growing influences in
time, and quickly supplanted them by reaffirming the role of
the traditional chiefs through the institution of "indirect
rule" in native administration. Such a move intensified the
already existing social hiatus between the traditional
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aristocracy and the newly educated "elite," composed mainly
of young men and women with a modicum of Western education,
and comprised mostly of sons of farmers and liberated slaves,
who had gotten far enough into the "modern" world to have a
glimpse of the opportunities that lie ahead of them, yet,
beyond their grasp unless they did something about it. 35 The
discrepancy between their wishful ideas of themselves on the
one hand, and their actual insignificance on the other, in
the real world of politics controlled by alien powers, only
made their words louder and their gestures more charismatic
and nationalistic. But energies deprived of an outlet grow
destructive. An active character unable to act may easily be
landed in mere negation or rancorous nihilism (as witnessed
in the Mau Mau of Kenya)
.
As these young pioneers became increasingly concerned
with the mystic of African nationalism and its total recon-
struction, they were not content to sit idle and let things
take their course. So, they drifted into the cities and
villages and became school teschers, clerks, or formed tribal
improvement unions 36 for mutual support, and to spur up
3b It was the United Gold Coast Convention (UGCC), the first
political party claiming to speak for the entire country, that
brought Kwame Nkruma back from London to the Gold Coast in 1947
as secretary and political organizer of the UGCC (Azikie of
Nigeria, Mboya of Kenya, and others played typically the same
roles in their respective countries).
36 The writer was once the Secretary and Financial Treasurer
of such an Improvement Union between 1946 and 1951.
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progress and political consciousness. 37 Generally speaking,
this move made the chiefs and the elders unhappy and insecure
as they felt their positions as traditional custodians of the
people threatened by these young radicals. If the new ‘'elite”
felt alienated from the traditional order which they regarded
as backward and acquiescent to imperial domination, the chiefs
and the elders must have felt it worse.
Additional light may be shed upon the problem of aliena-
tion of the modern African by examination of some of the
literature from contemporary writers (especially Africans)--a
factor of considerable significance so far as this study is
concerned. "Alienation,” a term once confined to philosophy,
law, and psychiatry, has gradually entered the daily vocabu-
lary. Newspaper editorials refer without quotes or elucida-
tion to the alienation of the slum dweller, the student, the
drug addict, or the alcoholic. Popular fiction writers rely
on the readers' intuition to discover and recognize the symp-
toms of alienation as the motive for a particular crime or
misbehavior. But alienage or strangeness is understood to mean
not only a condition, but a process. An individual could live
through it without knowing it.
Eric Fromm defined alienation as "a mode of experience in
which the person experiences himself as an alien. He does not
3
7
The Egbe Omo Oduduwa (Society of the Descendants of
Oduduwa)
,
a cultural organization of the Yorbas in Western
Nigeria which Chief Obafemi Awalowo effectively exploited in
1956 as the basis of the Action Group Party, provides a typical
example of this kind of Union in action.
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experience himself as the center of his world, as the creator
of his own acts- -but his acts and their consequences have
become his masters, whom he obeys, and whom he may even worship
Mhe alienated person,’ he goes on to say, ’is out of touch
with himself as he is out of touch with any other person.'" 38
This is a classical definition of the term. But, alienation
is a tricky word, and it must be pointed out that Fromm
defined it from a purely psychiatric point of view. It is much
more than the estrangement of the individual from himself and
from society.
As currently used, alienation has at least two meanings
that are often unrelated and sometimes opposed. It can mean
estrangement from society, or estrangement from self through
society. The delinquent is estranged, but so too, is the
"organization man." The often discussed estrangement of the
artist and the intellectual is of the same order. In fact, as
the popular saying goes, it can happen to anyone. The man
without a face, once a character of the comic strip and science
fiction, has taken up abode in the classroom, the consultation
office, the theatre, or the tavern. A student of literary
criticism will search in vain for a clear and concise defini-
tion of alienation. He had better turn the pages of Melville,
Dostoevsky, Kierkegaard, Rousseau, Satre, Henry Miller,
38Quoted in Gerald Sykes, Alienation (New York: Braziller
1946), p. 67.
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Stanley Kunits, Albert Camus, and Kafka, to name only a few.
But, for all practical purposes, we are here only concerned
with the cultural alienation of the Africans through the
schools
.
Dysfunctional ism in African Education.
Against this background we may now examine some of the
nature and the consequences of European colonial educational
systems in Africa. Colonial education is considered to be
afunctional in terms of African operational definition, and
dysfunctional because it fails short of the European culture
it purports to represent. It is curious to note that
Tocqueville ' s observation on the American Negro, some one and
a half century ago, is still fittingly applicable to the
African of today. Writing in the 1830's, the shrewd French
observer, Alexis Tocqueville, pointed out that the Negro
American made a thousand fruitless efforts to insulate himself
against men who repulsed him; he conformed to the taste of his
oppressors, adopted their opinions, and hoped, by imitating
them, to form a part of their community. Having been told
from infancy that his race was naturally inferior to that of
whites, he assented to this proposition and was ashamed of his
nature. In each of his features he discovered a trace of
slavery and, if it were in his power, he would willingly rid
himself of everything that made him what he was. 39
39 Quoted by P. 0. Esedebe, in Presence Africaine, No. 73,
1970, pp. 111-112.
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But the alienation of the modern African is much deeper
than this. Now that he has been freed from colonial tutelage,
he is beset with both internal and external forms of aliena-
tion. This is so because the "educated" African is more a
product of his European education than of his indiginous
African environment. He was educated to do Eruopean work in
an African way. This is so mainly because he was regarded as
a tool to be fashioned rather than as a partner in the educa-
tion enterprise. Having been taught from without rather than
from within, he has been trained away from his people rather
than to and for them. He was educated to be a white European
and compelled to act like a black African--to go back to his
people and identify with them. The fact that subsequently he
wished to speak, dress, and act as the European was , curiously
enough, held against him by the same Europeans who had taught
him to imitate them. He has been instructed in the litera-
ture, philosophy, and history of other people but in little
or nothing of the sort bearing upon those whom he must serve,
except to note them as a problem and lament their decadent
estate. Or, laboriously attempt to make them be like himself--
a caricature of the Europeanism he should be divorcing himself
from. Unfortunately, no matter how hard he tries, he is still
in Lugard*s words indeed separated from the rest of his
people by a gulf which no racial affinity can bridge. He must
be treated--and seems to desire to be treated--as though he
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were a different race. Some even resent being called-o
Negroes
. .
.
"
4
1
"The educated African," Lugard noted, "imitates European
dress and customs closely, however ill adapted to his condi-
tions oi life, and may be heard to speak of going 'home' to
England, He has, as a rule, little in common with the indig-
enous tribes of Africa, and seldom leaves his native town
except to travel by sea or railway." 1* 2
Diedrich Westermann elaborated on this form of aliena-
tion still further.
Europeanism is almost a religion for some
natives-
- to dress as the white man, to sleep as hedoes, to play his games, and to read his books--
but most of all to wear his clothes. An old
Cameroon native asked a missionary to put one of his
hats on his (the native's) head when he was buried,
for 'then the people in the land of the dead will
believe that a white man is coming. " ,l+ 3
The native who reasons this way has consciously or unconsciously
sublimated his identity and independence of thought, and has
accepted this imposition of European culture as the norm; and
such a stand is irresistable
,
especially when
l<0 Among the Igbos of Eastern Nigeria, to call someone
onye Igbo
,
literally meaning an Igbo person, is often deroga-
tory, especially among the educated class.
43 Lugard, Ibid
.
,
p. 81.
*42 Lugard, Ibid
. , p. 80.
^Diedrich Westermann, Africa and Christianity (London:
Oxford University Press, 1937), p. T7T~
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the claims of this new civilization are so aggressive
as a rule
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1S own old system. The decisive ques-tion for his future will be how he is to live and
hL ^ ? world which destroys what his mind
standards of Ufe?J“
S h“ t0 ad°Pt alien forms and
Ihis is a crucial question insofar as the "new” African
ib concerned, and especially with regard to the preservation
of his indigenous culture. This is very much so because
Africa has been too deeply infiltrated by, and sold on, the
Western culture to the extent that in Africa today, when one
talks like Wes termann (who is obviously right in this regard
about the African "preserving the past of what his mind has
cieated ) , tne question is often raised as to whose past is
to be preserved? Ihere is somehow a feeling, especially among
the educated" Africans
,
that what is traditional is incom-
patible with what is progressive. This is mainly due to the
fact that what is worth preserving in the so-called primitive
Africa has been so much caricatured, ridiculed, and indeed
condemned as savagery and decadence by the European culture
who set the norms of acceptance. Thus the African was acci-
dentally caught in a dualism of equally vicious sets of
cultures militating against each other. As a consequence, he
either became a caricature of himself or an imitator of others.
• »
4 4 Ibid p . 3.
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As a matter of fact, it must be pointed out that this
conflict had earlier been realized and protested against by
the educated Africans. Lugard reports of a series of articles
which appeared in the West African papers in February 1902.
A Lagos writer, lamenting on the adoption of foreign education
and foreign mode of life, pointed out then that Africans have
become foreigners to their own people, with whom they can only
converse through interpreters. Commenting on the way most
English people view such Africans, he noted that there is no
class of African which is less welcome to the lay Englishman
than the 'black white man," who has abandoned his racial
integrity and is quick to learn European vices. 45 There is a
popular saying in West Africa that a mistake in London is a
new style in Lagos.
The Europeans have systematically designed and imposed
their cultural, religious, and economic institutions on Africa
in their attempts to "civilize" the African; yet, the African
accepts these impositions with reluctance as exemplified in
this poem by Ronald 1. Dempster of Liberia:
AFRICA* S PLEA 46
I am not you-
but you will not
give me a chance
,
will not let me be me.
45 Lugard, 0£. cit .
,
p. 82.
46 Ronald T. Dempster, in Ideas and Patterns in Literature
,
Glatthorn, Allen, and Hootman, R. ST (ed
. ) , (,h
;ew York: Ilarcourt
and World, Inc., 1970), p. 694.
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"If I were you"-
but you know
I am not you,
yet you will not let me be me.
You meddle, interfere
in my affairs
as if they were yours
and you were me.
You are unfair, unwise,
foolish to think
that I can be you,
talk, act
and think like you.
God made me me.
He made you you.
For God's sake
Let me be me.
Africa's Plea is a protest against the suppression and
frustration of colonial rule. It also exemplifies cultural
dualism or togetherness--the African motif in life of "live
and let live" which is increasingly being submerged into his-
tory like many a glory that was Africa. The irony of all this
is that everywhere in Africa, as elsewhere in the world, the
schools, which in part are to blame for this imbalance, find
themselves bent on the reproduction of more and more stereo-
types of themselves -
-"academicians" who drift into the cities
to swell the number of unemployed and unemployables. If they
cannot find jobs, they eventually return to the village, more
frustrated and alienated. It is the task of education to
demonstrate that traditionalism and progressivism can be com-
patible
.
To complement the evidences already cited from litera-
ture above, bearing on the issue of alienation of the "educated"
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African from his culture, this research has utilized the
focused interview method 47 in order to elicit more facts
from African scholars. The aim was to find out how much
and to what extent the Western type education has helped or
hindered the modern African from identifying and relating to
his Africanness and his fellow village Africans.
It is hypotnesized that all over former colonial Africa,
the thirst for "education" seems unquenchable; that the
Africans strongly believe that it is in the realm of educa-
tion that their aspirations for national development and
political mobilization, self identity and pride, and natural
economic determinism coincide. Corollarily, it is through
the school that the new African will be aided to go furthest
toward fulfilling these aspirations. Unfortunately, the
schools, whether by design or default, have been failing in
their duties. "Schooling" has presented problems of cultural
disequilibrium. It is a fact that the schools not only stress
white European values at the expense of African ones
,
48 but
also try to "unfit" Africans for life in their own country.
And herein lies the roots of miseducation of the African.
47 Robert K. Merten and Patricia Kendall, "The Focused
Interview," American Journal of Sociology, 51:54-57; May 1946.
See Appendix I.
"
48See for example, pp. 3-5 above.
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*See
Appendix
A
for
Method
of
Investigation.
77
Putting together the results of these two findings, one
can easily see that they are self-explanatory and need only
little comment. A great many of those interviewed felt that
their Western-type education has not helped them at all in
relating to their own people-
-participating and understanding
local customs and traditions. Many said that they usually
felt like "fish out of the waters" whenever they returned home
to the village where they were born, from school, or from
visiting in the city. This is understandable in part, since
"education" or schooling in Africa tends to "pull" young people
away from their traditional African village culture and attempts
to mould them into, as much as possible, the "Europeanized
African culture." As one Ghananian student at the Massachu-
setts Institute of Technology put it, "The effects of Western
education on us (the Africans) is quite evident. It is so
devastating, so alienating that we cannot fail to see it any-
where we turn. Look at our dress; or listen to us talk and
behave (even among ourselves), and you can readily tell that
we are invisibly wearing trade marks of: MADE IN ENGLAND,
MADE IN FRANCE, or MADE IN USA. A Kenyan student, concurring
in this comment, put it rather humorously when he said, "If I
stayed here (in the United States) for another four years,
you can be sure that I will not be able to remember half of
my Swahili."
On the other hand, many of those few who said that their
Western-type education has helped them much, or somehow,
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mentioned that it helped them to better understand and appre-
ciate alternatives in civilizations and cultures, especially
their own African heritage ivs-a-vis the European; and to
realize how careless they had been in preserving and respect-
mg some of their noteworthy African cultures. As far as
relating to the local townspeople is concerned, practically
all those interviewed agreed that their education has failed
them m this respect. Those who said that their education
has helped them much or somehow, also mentioned that it helped
them to better understand and compromise with the white man,
and in turn, so as to use that understanding to aid their
own people in a white-dominated world. Very few participants
said that their education has helped them to know how far
behind they were compared with the Europeans. It might be
noted parenthetically that a majority of these people were
old timers" who had studied in England or in the United
States in the early forties.
Some of the factors contributing to this form of cultural
alienation were also found to be: language, socialization,
long absence from home, and chauvinism. For example, the
Africans themselves, and more especially the American students
who observed some of the sessions in this investigation
wondered why educated Africans could not communicate effec-
tively in an African language they are familiar with
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instead of a foreign one. “9 with the exception of a few
ethnic groups like the Vorubas of West Africa, or the Kikuyus
of Hast Africa, it was glaringly noticed that whenever
Africans (even close relatives) were together, they generally
held their "private" conversations in a foreign language,
either English or French*
me schools are heavily responsible for the alienation
of the "educated" Africans because they have failed to pro-
duce citizens who are proud and skilled in the manipulation
and development of their environmental resources. They have
failed to help the African see himself as he really is, so
that he can take steps to improve himself. This failure of
the schools is due in part to their blind adherence to the
European tradition of education. Great Britain and Western
Europe in general are already experiencing difficulties
adjusting their educational philosophies and curriculum con-
tents to reflect present day socio-economic problems. The
newly independent nations of Africa have been so used to
following in the footsteps of their colonial masters that the
least mistake in Europe would reflect more heavily on Africa.
Ihis, however, does not imply that the African countries have
been so conditioned to European blueprints (although some of
them have) that they cannot be imaginative on their own. As
49 0ne of the seminars for this research involved groups
of Igbo students in Boston, and despite the persistent pleas
from the researcher that the discussions be held in the Igbo
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a matter of fact, in Africa today, there is a unanimous agree-
ment among governments and educators for educational reform-
-
a reform that will truly recover the Africanness in the schools,
and reflect the pride of being black. 5 ® There are several
ambitious and honest ongoing efforts aimed at curriculum
change, but these are in most cases sporadic, spontaneous, and
only limited in scope to some minor changes in content. To
illustrate, following is a table showing the typical school
suojects selected from the curriculum of five African
countries
:
language, the participants preferred to converse in the English.
Ironically
,
on another occasion where the climate was predom-inantly East African, there was considerable difficulty in
the participants to use English as the medium of con-
versation, and avoid "side- talks" in Swahili.
5
°The various papers and reports submitted at the "Confer-
ence of African States on the Development of Education in Africa
at Addis Ababa," May 1966, unanimously resounded with echoes of
educational reform for relevance. See UNESCO, Conference of
African States on the Development of Education in Africa. Addis
Ibaba, 1 $ - 2T "May 1061 (Paris: UNESCO, 1961). £
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A cursory glance at the above table reveals most of its
glaring features. One is its rigidity and uniformity in
almost all the countries. Another is the very conspicuous-
ness of English or French. But, more conspicuous by its
absence is the very negation, or at best, the second place
position given to many aspects of African culture. In most
secondary schools, African languages, for example, are
optional subjects while Latin and Greek (the dead languages)
are often stressed. 51 Even in some schools where the African
perspective has been offered in name, in content and method-
ology it is approached from a European viewpoint.
By African standards, a great many of the subjects on
the curricula can conveniently be eliminated or combined
without any impairment in learning because the home, the
community, and the social systems take care of them. If
this is done, there will then be room enough for quality
education which is so urgently needed in Africa today.
The kind of quality education that will emerge then is the one
that will take the African youth "back to land," in the words
of Mbonu Ojike. 52 In context, it will take into consideration
5
1
In November 1965
,
1,879 candidates from Nigeria took
Latin at the West African School Certificate Examination, as
compared with 468 who took Hausal See "Education and World
Affairs," Nigerian Human Resource Development and Utilization
(New York: December 1967), p. 168.
52Mbonu Ojike was one of the forerunners of African
nationalism and nigrescence. In his speeches and writings, he
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all of the various African institutions in reorganizing the
curriculum and the methodology of learning and teaching in
the authentic African sense before the encroachment of the
European systems. It was Ghandi who once said: "I want the
cultures of other countries to blow through the windows of
my house, but I do not want to be swept off my feet by any of
them. Appropriately enough, Africa seems to be blown off
her feet by Western European cultures through the schools.
In classical Africa, education was meant for use not for
ornament or design; or knowledge for knowledge sake. But
European educational imposition on her has changed, or seems
to be changing this philosophy of education, and people go
to schools" just for the sake of going, or they are being
forced to.
It is a fact vindicated by many conscientious African
educators that a good deal of what goes on in Africa today
under the banner of "education," is consumptive 54 in many
respects, and least productive. Children are taught to
master their subjects without the least thought of their
vehemently called for a return to the indigenous African life
styles in politics, economics, education, and social life.
For more details on his ideas, see, for example, his book,
My Africa (New York: The John Day Company, 1946), especially
Chapter II
.
53Mahatma Ghandi, Young India (New York: The Viking
Press
,
1927)
,
p. 979.
54 P. U. Okeke, "Education for Efficiency: Knowledge for
Use," in Ikejiani, 0., ed.
,
Education in Nigeria (New York:
Praeger, 1965), pp. 94-113.
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application or relevance to the problems of living in Africa.
Those who agree with this statement will be quick to jump to
the obvious conclusion that African education should be purely
utilitarian, that is, more vocational and less academic. No.
Africa needs both thinkers as well as doers. But, they must
first be able to think and do the African way. In his article,
"Education for Efficiency: Knowledge for Use,” Okeke
makes a case of this point, indicating that because of the
barrenness of education in Africa, it has failed to produce
people who can think independently to discover and produce
what is needed to maintain a nation. He argues that the
graduates of African institutions still require extensive
training abroad before they can become operative. Thus,
African educators have to hire the services of expatriate
"experts" to do the work which they themselves have failed to
do
.
W. 0. Taylor emphasized the issue further and pointedly
put his finger at the very heart of the matter when he com-
mented about the basic danger of going overboard in either
direction in educational reforms, with specific reference to
Nigeria and colonial education in Africa in general:
Far too great a proportion of the curricula of
the schools in Nigeria, from primary through university,
is unsuited to the background and nature of the people
and the economy of the country. There will always be
a place for the more classical and literary subjects,
but the trend must be toward the more practical and
realistic. Learning for its own sake is important,
but of what immediate value is a knowledge of Latin
or the British Constitution to a secondary school
86
specific preTaration
S
f
t0 %Vniversity and who has nop or making a living*? Or winthe knowledge of philosophy or classical Greek forexample, equip a university graduate for building and
wh^e in 8NfgerIa'
eCOndary SCh° 01 in a Sma11 ^own some-
vocational
1
approach
people must make a living, and the time has already
J
m Nigeria when the time-honored classicalpattern of education will give entry into jobs
requiring specific skills. J
Nigeria's educational system must also train thepeople who will run the machines, staff the offices,and operate the transportation systems. 55
This is a modest and honest approach to education in a
potentially rich and developing country. However, there are
not that many machines to run, or offices for Nigerians to
staff in Nigeria. Also, one is not quite sure whether
Africa really needs these things or not. One can only sur-
mise that there may come a time when the country is ready to
"take-off" on the American or European styles. Until then,
Africa should train her peoples to stand on their feet, and
this can be done easier and quicker by making the best of
what Africa now possesses. What is needed most and urgently
is a new approach to mass education of the people in jobs and
occupations
--equipping them with specific skills to do better
the tilings they are now engaged in. A poor farmer in a remote
village in Kenya or Nigeria, for example, does not have to go
to "school" to learn the chemical composition of a fertilizer
before he can know how to apply them to his crops.
W. 0. Taylor, "Reflections of An American Teacher after
Seven Years in Nigeria," West African Journal of Education
,
Vol. VI, No. 2, June 1962
,
p. 6Ti
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Admittedly, Africa’s educational problems are enormous.
Several attempts made by Africans themselves and international
organizations and agencies to solve these problems have
iailed, or at best, they have met with little success or
proved illusory. The reason might be that these efforts
rely mostly on imported ideas from Europe and America. A
lasting solution, therefore, must be autochthonous. That is,
it must originate from the grass-roots of Africa and must be
anchored on purely African styles. African Socialism made
tnis quite clear. In the conclusion to his speech, delivered
to students at the Royal College of Nairobi, June 12, 1962,
Tom Mboya pleaded, ’’Let us go abroad to ask for loans and
technical skills, not for ideas and ideologies. We must come
forward ready to build from our own resources, energy, and
sweat the Africa of our own vision and dreams, and not the
blueprints of the West or the East." 57 The vision is there
already, as Tom Mboya pointed out, but Africans have to
56 The so-called Investment in Education
,
or the Ashby
Report on Higher Education in Nigeria, is a typical case in
point of this kind of illusory decor of modernity. The London
limes (October 4, 1960) editorially applauded this report as
"a massive need of special interest, strictly utilitarian, and
involving a final break with the traditional British colonial
educational policy.” But contrary to expectations, the
Nigerians found to their chagrin, after exhaustive efforts to
implement the recommendations of the report, that it was unwork
able. Soon it was superseded by the Banjo Report (1961) and
Dike Report (1962).
57Tom J. Mboya, "African Socialism,” in Africa’s Freedom,
UNWIN Books (New York: Barnes and Noble, IncTJ 1964)
,
p. 877
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conceptualize it by thoroughly reexamining the systems of
life styles, customs, and traditions that were deemed educa-
tional and viable in pre-colonial Africa, and finding out
how they can be incorporated to improve education in Africa
today.
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CHAPTER V
EDUCATION: THE CLASSICAL AFRICAN PERSPECTIVE
What Is Education ?
Many authors from ancient times to the present have
written classics about and defined education in its various
ramifications -
-the ends and means of education, the order of
studies, the nature of learning and teaching, the training of
statesmen and citizens. These authors have produced such
great books as Plato's Republic
. Aristotle's Politics, St.
Augustine's Christian Doctrine
, Bacon's Advancement of Learning
.
Adam Smith's Wealth of Nations
. Hegel's Philosophy of Right
,
and Rousseau's Emil
. What educators such as Raymont, Button,
Dewey, Findley, Thorndike, Bagley, Alfred Whitehead, Cardinal
Newman, and others have said about education might differ, but
they basically agree on one point. All these men indicate
that there is never an agreement on what constitutes a perfect
education. 1
Perhaps the most apt definition of education was rendered
by Rousseau some two hundred years ago. Rousseau's philosophy
of education was derived principally from his belief that
education must deal with life, and that it must be practical
and experiential. "Life is the trade I will teach my pupil,"
^ee, for example, Fiedler, Leslie A., and Vinocur,
Jacob, ed.
,
The Continuing Debate: Essays on Education (New
York: St. Martin 1 s Press
,
11)64)
.
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said Rousseau. "When he leaves me, he will not be trained in
an> occupation, but he will be a man. The real object of our
study is man and his environment. True education consists
less in precept than in practice. We begin to learn when we
begin to live.” 2
or a treatise on Education
, is a carefully worked
out plan for the upbringing of male children from infancy
through adolescence. The guiding principle Rousseau set for
himself and his pupil rested upon the basic theory that
natural man” is good and that giving free rein to nature
must result in a good education. Emile was one of the first
attempts to define a kind of education aimed not only at
preparing a man to take his place in an already established
society, but also at releasing his potential.
Education, in its broadest sense, is unquestionably an
enculturative and an acculturative process. It begins with
enculturation-
- the way each new born infant is brought up by
his parents, his environment, and himself to fulfill his
place in his society. Then, gradually there is selective
adaptation in acculturation according to the needs and taste
of the learner. The individual could educate himself through
his environment or nature, or allow himself to be educated by
the whims of his environment. In either case, he is being
educated. But, strangely enough, it has always seemed to
2 Jean Jacques Rousseau, Emile (New York: E. P. Dutton
and Company, Inc., 1950), p. IT.
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educators that a person who went to '’school" was educated,
and that one who did not, was not. This stereotype concep-
tion of education has oddly led many people to correlate
artificial training, such as: conditioning, literacy, and
the mere acquisition of knowledge, with education.
In her article, "Our Educational Emphasis in Primitive
Perspective," 3 Margaret Mead argues that "the school," as we
now have it, is an imposition upon the young, or at best an
expediency which grew out of "...the shift from the need for
an individual to learn something which everyone (including
himself) agrees he would wish to know, to the will of some
individual to teach something which it is not agreed upon
that anyone has any desire to know." She goes on to point
out the reason for this, stating that, "...as soon as there
is any attitude that one set of cultural beliefs is
definitely superior to another, the framework is present for
active proselytizing..." In essence, Mead is asking, "Does
anyone who really wants to learn only do so in a conventional
classroom, with its rigid curriculum, before a "teacher" and
a chalk board?" Our commonsense and our own personal experi-
ences tell us that this is an absurd proposition. Yet, this
is the position upon which educational policies and practices
almost everywhere in the world seem to be based. Sometimes
3Margaret Mead, "Our Educational Emphasis in a Primitive
Perspective," The American Journal of So ciology, Vol. XLVI
,
May 1943.
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teachers and administrators may be honest and dedicated in
tneir attempts to help students learn what they wish to, but
as soon as these learning processes are organized
, they are
likely to become restrictive and institutionalized. When
this occurs, something disappears from the learning process.
That some thing is the original, spontaneous, imaginative
things which the learners bring along with them. Because it
is hard to determine with certainty how a person learns what
he learns, and from where he learns, it has become necessary
for educators to consider various learning alternatives, such
as: systems of learning before formal schools developed,
self
-motivational learning, and occupational apprenticeships.
"But educators have become unable to think of better educa-
tion except in terms of more complex schools and of teachers
trained for ever longer periods." 4
Education
,
it must be restated, does not mean going to
"school," passing examinations, and having so many letters of
the alphabet to write after your John Doe. Albeit, it does
not, as it does seem to some societies, mean acquiring the
necessary skills and techniques to enable one to survive or
live comfortably in the society. In fact, education is much
more than these. It is life and living. It is difficult to
separate one from the other and tell when one is learning to
live, or living to learn.
4 Ivan Illich, "Outwitting the Developed Countries," New
York Review of Books (New York: August 13, 1969).
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Classical African Education: An Overview
.
Before the missionaries introduced a Western missionary
education in Africa, the Africans had been going to "school,”
and they were being educated in their own African sense of
tne iV °rd
. ihus, there was no need for an educational mission
in the Western sense in Africa. This does not, however, mean
that the Africans were isolated and ignorant about educational
systems both on their own continent and elsewhere around the
world. Education is a universal phenomenon, and the education
of the African existed in its traditional form long before
there were "schools."
To perpetuate their institutions, the Africans had a
system of practical education which was uniquely well-
organized from infancy throughout life. It was all life-
embracing. It was man, nature, and life all interwoven in
a laby rinthical essence of being. In the words of Aristotle,
it was 'the individual writ large." Leo Frobenus said that
he had never been in a country where he heard so much about
education or where it was more thoroughly carried out. The
magnificent work done by Askiai II in promoting knowledge in
his empire by exchange of scholars with Asia and Europe has
been noted in brief earlier. But, during and before that
period, what went on as education in "tribal" Africa still
remains an unfinished smyphony. This education still seems
to be submerged under the derogatory label of child-rearing
practices, or enculturat ion processes.
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If Africa's education is to be salvaged from the quag-
mire in which it is now, aspects of these earlier systems
ought to be carefully examined, and perhaps seasoned into
the present system. By doing so, one will be taking a giant
step backwards it may seem. But this is not that one wants
to go backwards and stay there, but that he hopes to recoup;
to regain strength and confidence so that he can "move
slowly faster." At this point one might say with Soren
Kierkegaard that, "Life can only be understood better back-
wards, but it can only be lived forwards." By examining the
different educational forces in traditional Africa, it might
be possible to find a bridge between the old order and the
new in present African cultural renaissance through educa-
tional innovations.
The Philosophy of African Education
.
Although scientific descriptions of tribal life for the
whole of West Africa are not available, studies by qualified
anthropologists and historians have produced enough data to
indicate the most outstanding characteristics of the cultural
pattern and their transmission common to all of the West
African coastal tribes, and with some variations, in a general
sense, common to all of pre-colonial Africa. The literature
available includes the works of the French, especially
Labouret, on the tribes of Senegal and the interior of West
95
Africa
,
8 Of Thomas and Westermann and of earlier German
missionaries on the fold of the Liberia and Sierra Leone
tribes 6 and of Tauxier on the Ivory Coast. ? For the Gold
Coast (Ghana), there are the works of Rattray, Cardinall, and
Field; 8 for the Togo, the earlier works of Speith; 3 for
Dahomey, the study of Herskovits
.
1
0
For the Nigerian area,
there are the works of Meed on the Ibo people as well as
various folk of the Nigerian hinterland, 11 of Basden also on
Noire\tyeL^b?pIrii.
l
’l^t?t
ri
?
US
,^ f
emeau Lobi -' Volta
.
(London
: hsid)?*
3
’ ^.ro P o lo Sical Report on Sierra Leone
(Gottingen?
St
19 21) £^.
KP ellc ein Negrestamm Liberia
7
ouis Tauxier, Le Noir du Soudan (Paris: 1912).
—
.»
Le Noir du Yatenga (Paris: 1917).
8
K. S. Rattray, Religion and Art in Ashanti (Oxford: 1927).
» ; Constitution" fLondon: 19 29).
— * 1 L°lk Tales TOxford: 1930).
-i-
,
,
Ashanti (uxlord: DT2J.
Gold r i_?'A?A?
naU lhe Natives ° £ the Gold (Accra:
(London
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§
1937)
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' iLeli gion and Medicine of the Ga People
9
.
Jacob Speith, Die Religion der Hveer in Sud-To^o(Leipzig: 1911). —
i o
Melville Herskovits, Dahomey (New York: 1938).
C. K. leek, lhe Northern Tribes of Nigeria (London: 1931).
r
- . m Law and Authority in A Nigerian Tribe(Oxford! 193 7). 22
VII, m-4)-, pp. 25?-2?9f
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the Ibo people, 12 of Nadel on the Nupe, 1 * the works of the
Talbots on the peoples of Southern Nigeria, 11* the earlier
reports of Thomas dealing with the same area, 1 * and Mansfield's
account of the Cross River region. All of these provide
interesting reading and stimulating insights, not solely for
what they said, but more so for their conclusions and what
they left unsaid.
Of special note also, are the works of Tessmann and other
German writers on the Cameroons
.
1
6
For an outline of the
Congo and Angola customs, the studies of Torday and Joyce 17
are interesting. The older studies of Weeks, 18 Kingsley, 19
and Nassau 20 are also valuable. Among these lists might also
l2 G. T. Basden, Among the Ibos of Nigeria (London: 1921).
1
3
S
. F. Nadel, A Black Byzantium (London: 1942).
14p
. A * Talbot, Life in Southern Nigeria (London: 1923).
15 N. W. Thomas, Anthropological Report on the Edo of
Nigeria (London: 1911177“ 1 —"
—
1
6
Gunter Tessmann, Die Pangwe (Berlin: 1913), 2 vols.
1 *7 u t
E. lorday and I, A. Joyce, "Notes on the Ethnography of
the Ba Mbala," Journal of Royal Anthropological Institute / 35
:
1905
, pp. 398-4757
^ —
1
8
John H. Weeks, Among the Congo Cannibals (London: 1913)
_____
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Among the Primitive Bakongo (London:
19Mary II. Kingsley, Travels in West Africa (London: 1897)
20 R. H. Nassau, Fetichism in West Africa; Forty Years’
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be added the more recent works of Kenyatta, Turnbull,
Davidson
,
and others.2i"3i
Regardless of the great diversity of the various
African ethnic groups, one finds in the educational domain
certain common traits which clearly demonstrate the unity
in diversity of the cultures of African peoples. Basic-
ally, the African tribal education was founded on the
following principles:
‘ F* Nadel
,
"Nupe State and Community," Africa, 8:
1935, pp. 257-303.
22 M. Fortes, "Ritaul Festivals and Social Cohesion in
Gold Coast," American Anthropology
.
38: 1936, pp. 590-604.
2. 3
-
_
»
"Communal Fishing and Fishing Magic in the
Northern Territories of the Gold Coast," Journal of Royal
Anthropology
.
67: 1937
, pp. 131-142.
‘
,
Marriage Law Among the Tallensi (Accra.
Gold CoiTtl 37). —“
2
"
>
"Social and Psychological Aspects of Educa-
tion in i'aleland ," Africa (Supplement ) ,“Vol . XI, No. 4, 1938.
2 6J omo Kenyatta, Facing Mt
. Kenya
,
op . cit .
2
'Colin Turnbull, The Lonely African
,
op . ci
t
.
" 8
,
Tradition and Change in Tribal African Life
(New York: World Pu bTi s hi rig Company, 1969)
.
25 Basil Davidson, The African Genius (Boston: Little,
Brown and Company, 1969j^
30 Samuel Johnson, The History of the Yorubas (Lagos,
Nigeria: C.H.S. Bookshops, 1921).
31 Melville Herskovits, The Myth of the Negro Past (Boston
Beacon Press, 1941), especially pp. 300-349
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1
.
2 .
le recognition of the functional role ofeducation as a dynamic agent in the individual
econoi
lllc » religious, and political
'
'
development of the entire nation.
The preservation of the group as
and viable entity.
an autonomous
3. Respect for, and obedience to,
spiritual and moral doctrines.
ancestral
4. The appreciation and reverence for beauty and
nature in all its forms.
5. Adherence to the principle of "live and letlive, as opposed to "survival of the fittest."
o. Maintenance of unanimity and cohesiveness ofthe group through societal norms and sanctions.
Naturally, the content and method of education reflected
tnese basic principles, and to make sure they were thoroughly
carried out, everybody took part in it in various ways and in
varying degrees. This is of special importance, because it
reflected a very crucial aspect of the African ethos-
participatory democracy, reinforced with the principle of
live and let live," which makes each one his brother’s keeper.
Because of the great importance attached to the preservation
of the society, the educational system required everybody to
be a teacher whether he liked it or not. Each member of the
village, clan, or tribe had certain implicit and explicit
obligations to himself, to others, and to the community at
large. From this, it can conveniently be said that it was
from Africa that the original concept of universal education
was derived.
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Ihe education of the African before the introduction of
the buropean system was an education that prepared him for
his responsibilities
--social
,
economic, and religious--as an
adult in his house, his village, and his clan. It involved
the inculcation in the young the cultural heritage of beliefs,
behavior patterns, emotional dispositions, and particularly
the appropriate ritual behavior for all occasions. Since
tubal life is divided into different stages, there must be
an appropriate education for each stage. From childhood, the
African is introduced by his elders to the genealogies of his
clan, to the legends surrounding previous exploits of his
ancestors, to the mysteries of his religion, the practical
aspects of hunting, farming, or cattle-rearing, and above all,
to his community responsibilities.
In addition to the routines of daily life, the most
important aspect of traditional African education was the
inculcation in tiie minds of the youth of their place in society--
a society in which religion, politics, economics, and social
relationships are so intricately interwoven. This is as it
should be, for, it is the nature of society to defend and
protect itself. In order to do this properly, all the integral
elements within the microcosm should be carefully safeguarded.
It was above all an education that placed much emphasis on
people rather than on things . Knowledge as an absolute body
of truth had little or no place in the making of the citizen.
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In a way, it can be said that the education of the neophite
begins even before he is born.
Colin Turnbull carefully noted that, "If you ask any
African to tell you the story of his life right from the
beginning, he is quite likely to start off with, ’Before I
was born... ’"32 This is especially so because the education
0f the African begins, in fact, right from the beginning,
that is, before he is born. For psychological and physio-
logical reasons, the parents to be have to take certain pre-
cautions to ensure the normal birth and growth of the child.
After he is born, the child has to be well informed of all
these precautions; thus laying the foundations of his future
education-
-an educative process which is continuous throughout
life
.
Conveniently, this education can be delineated into six
distinct phases, namely:
1) Parental education
2) Baby nurse education
3) Maternal or fraternal education: apprenticeship
4) General education
5) Apprenticeship education
6) Professional education
1 . Parental Education
.
There are very few countries where childbearing and
children are such an overriding preoccupation as in Black
32 Colin Turnbull, Tradition and Change in African Tribal
Life (New York: World Publishing Company, 1966), p. TT,
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Africa. There used to be a time in Africa when a man's
worth was reckoned by the number of wives and children he had.
The Africans delight in having many children, and they enjoy
taking care of them. This starts from pregnancy until the
child is weaned, which is about the age of two. During this
period, the child, or child to be, is strictly under the care
of the mother. While the mother is still pregnant or expect-
ing, a good deal of the way the parents behave before and
after their child is born is ordered by custom and tradition.
An expectant mother may be ordered to return, or not to visit
tne place where she herself was born. The husband may be
required to take a trip to a distant place to gather special
herbs, or to consult an ancestral shrine. Both parents-to-be
are most likely to be under special food taboos until the child
is born, or even longer. Psychologically, it may be considered
good or bad" luck if the mother sees certain things or
meets certain people. So the parents will go out of their way
to avoid "bad" omens or refrain from certain foods in order to
ward off what psychological or physiological defects these
might have on the child when he is born. Any member of the
village who sees the couple behaving in a manner not expected
of them is free to chastise them or report them to the Council
of the Elders.
3 3 See
,
for example, K. 0 . Dureke, Akwekw^nke Mbj Maka el9
3t6t6 Nwanye n'Ala Igbo (London: Oxford University Press,
1^»"~™
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Immediately after birth, the care of the infant is in
the hands of the mother. She has to be cautious about the
way she sleeps, talks, and behaves, because she knows that
these are all considered to have strong and lasting effects
on the baby. Therefore, she tries as much as possible to
make them as educative as possible for the baby. It has been
said that:
rhe African child is an integral part of themother s oody. This is not only because, like all
mothers, the African mother is intensely sensitiveto everything that concerns her child, but also
ecause she breast feeds him for a long time, makes
a great fuss over him, puts him to sleep beside her,
and carries him everywhere on her back/ Later, she
watches over his first movements, and it is at her
side that he says his first words and learns to namethe things surrounding him. Until he attains the age
of six to eight, the African child remains in the shadow
of women, at the foot of a tree, as it were.
Everyone who has observed the African mother has been
struck by the innumerable little efforts she makes forher child. 34
As soon as the child is able to talk, he is taught the gene-
alogy of his family and his relationship with each member,
the meaning and derivation of his name, and his duties to the
members of the community.-- in the case of a girl, housekeep-
ing, obedience to her elders and the boys. If he is a boy,
the father takes the upper hand in initiating him into male
roles of the community. If circumstances would permit, the
parents prefer to continue the education of their child
longer.
34Abdou Moumouni, Education in Africa (translated by
Phyllis N. Ott) (London! Andre Deutsch, T9C8), p. 15.
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2 • Baby Nurse Education
.
In the absence of the parents, the services of a
baby nurse is usually sought. Where possible, the nurse must
be the elder brother or sister. 35 0r
,
he/she must be care-
fully chosen from among the older children in the community.
Sometimes, a grandmother or grandfather may substitute when
there is no suitable boy or girl available. From this time
on, the major part of the child's education is entrusted to
this nurse. As tne principal teacher, it is his responsibility
to inculcate in the child all that he himself knows. This is
done through songs, folklore, riddles, mimics, games, and
dances. It is also his duty to help the child walk, run, and
talk on time.
3
- Maternal or Fraternal Education
.
This is a form of quasi-apprenticeship education in
either tne father's or the mother's occupation or both. This
starts when the child is about the age of three to five, and
may last as long as five or six years, depending on the com-
plexity and diversification of the trade and the learner's
interest. In many cases it might happen that there are two
or more trades in the family, and the student may like to
know something about each of them. For example, the father
may be a fisherman, and the mother a potter, while a close
uncle is a blacksmith. According to his interests and
3 5 This is usually the chore for girls.
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abilities
,
he may devote more time to any of them. Formal edu
cation may terminate after this phase if the learner so
desires. In which case, he may wish to pursue any one of
the trades he likes most in the community. If so, he will
have to apprentice himself to the tradesman for a longer
period until he perfects in the trade.
4. General Education
.
This takes the form of "initiation” or rite de passage
into adult society.' 6 Ruth Benedict once observed that initia-
tion ceremonies "in their social functions
... are as formal and
important as educational institutions in advanced cultures.” 37
Hanna Watkins had the same praise for initiation schools when
he wrote: "...the initiations or 'bush' schools of the Poro
and Sande societies are without doubt the educational example
E!I excellence , and are formally recognized as such within the
community itself.” 38 Initiations generally start at about the
.
3 ^For more detailed discussion on the methods and contents
of initiation ceremonies as well as the value and Quality of
education they provide, see for example: Kenneth L. Little,
The Hende of Sireea Leone (London: Routtledge and Kegan Paul.
1951) ;
“— 6 *
0. F. Raum, Chage Childhood (London: Oxford University Press.
1949);
Margaret Read, The Ngoni of Nyasaland (London: Oxford University
Press, 1940); Margaret Read, Children of their Fathers (London:
Methuen, 1959).
37Ruth Benedict, Patterns of Culture (New York: Mentor
Books, 1953), p. 54. See also Thomas Woody, Life and Education
in Early Societies (New York: The Macmillan Co
. ,
1949 ) , pp . ITT- 19.
38 Hanna Mark Watkins, ”The West African Bush School,”
American Journal of Sociology (Vol. 43, 1943), pp . 666-674.
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age of twelve or thirteen, and may last from six months to
several years, depending on the locality and the ceremonies
involved.
Whether it be the highly sophisticated so-called "secret
societies," such as, the Poro of Liberia, or the Mende of
Sierra Leone; the Oduduwa of the Yoruba, the Irua of Kenya,
or the Nnadi (or Nandi) Age-Sets which are widely practiced
throughout Africa or the Purdah of girls in Moslem Societies,
the basic educational ideas of these institutions remain con-
stant. The physical, moral, social, and economic preparation
of youth to enable them take their rightful places in society
comfortably.
At this stage, the adolescent besides conceptualizing on
what he has already learned about community life and living in
general, tries to "catch up" on what he may have missed--on
what he and anybody else agrees he is deficient in. Formal
education may terminate at this stage depending on the aspira-
tions and responsibilities of the learner. At any event,
whether the learner proceeds to the next stage, which is
apprenticeship education under a well established professional,
or not, he has acquired a solid grasp on life to enable him
to fit into the adult world and to continue his education
throughout his lifetime.
5 . Apprenticeship Education
.
This is, in essence, a pure apprenticeship education
to compensate for anything that has been left behind in the
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process of education. The learner, as in all other cases,
apprentices himself to the tradesman of his choice to learn
all the intricacies of the trade he wishes to make his life's
career. The training at this stage may often become very
vigorous, and the trainer may want the learner to become
more proficient as he himself is. It is always desirable,
and often encouraged of the learner to major in more than one
discipline from a variety of occupations ; such as, blacksmith,
carving, weaving, tailoring, pottery, hunting, climbing,
medicine, religion, and law. It is important to note that at
this stage of education, a number of alternative paths lead
to success and prestige in the community. A successful man
may be a wealthy farmer or fortune-teller, or a fisherman or
a hunter. He may, though he need not, combine two or more of
these professions. Individuals have much freedom in selecting
which title societies to join and in what order. In the field
of religion, a person can sometimes choose from a variety of
spirits those with whom he wants to be associated and to whom
he wishes to make sacrifices. He may consult a diviner as to
which spirit he should approach for a particular purpose, but
he is not obliged to accept the diviner's advice.
6 . Professional Education
.
Because of the democratic nature of African educa-
tion, there are very few occupations which can be termed
strictly professional. As a matter of fact, it can be said
that almost all occupations are more or less professional
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and open. With the possible exception of orthopedics, and
sometimes blacksmith and religion, which are in most cases
hereditary, everyone is free to compete for any career.
Divination (a branch of religion), for instance, is often a
nighly Skilled profession requiring rigorous training over
an extended period of time and the learning of innumerable
formulas. According to one authority, in the modern sense,
it requires the equivalence in time and effort of that needed
to obtain a Ph. D. 39
The Curriculum
.
A systematic analysis of the curriculum and the method-
ology of the systems of education can conveniently be sketched
like: (see chart on next page.)
39 Simon and Phoebe Ottenberg, Cultures and Societies of
Africa (New York: Random House, I960), p. 6$.
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METHODS OF TEACHING
Fenians the most significant and most interesting
feature of tribal education is the method of teaching. The
words "teacher” and "teaching" are rarely used. In place
of them are used the words "guide," "guidance," "student,"
and "learner." This is because, as indicated earlier, the
emphasis is on the learner
. He is the one who makes the
major decisions regarding what subjects he should learn, from
whom he should learn them, and when he is ready to graduate.
For instance, when a young hunter-student kills his first
dangerous animal, he may quit the course. His teacher may
have to hear about the prowess of his student second hand.
And this is honor and fame for him too. There are no certifi-
cates or diplomas to be granted, since it is the learner's
actions and behavior in the society that will vouch for him.
This is similar to the use of "performance criteria" in
education these days. Such a system of education would fall
somewhere between John Dewey's experimental learning and
A. S. Neill's Summerhill School. It was, above all, a system
of education which placed the onus on the learner.
The methods are quite concrete and most often nonverbal.
There are no lectures on abstract generalizations and theories.
It is also characterized by repetition on the part of the
student. The general norm seems to be: "If you fail, try,
try again." No doubt, under such a system, the European
Ill
school teachers were looked upon as quaint objects or as mere
desperados when they started off with force and punitive
measures, with their laws and principles for every imaginable
thing in the community. There is a common saying in Africa
that, "the Europeans are very good at laying down principles."
Ihis does not in any way imply that the Africans were not
guided by principles. They were; but these principles were
generally implicitly understood.
Although there is no academic freedom for the students
to do as they wish in all disciplines (for example, a student
cannot be allowed to set a lion trap his own way, even though
there is the possibility that he may trap the lion), there
are no punishments for mistakes either. One major disadvan-
tage in this method is that it does not provide for initiative.
However, from time to time young men and women are given
’’idiosyncrasy credits” because of their determination and proven
records of success in innovative ventures.
Critics of traditional African education have often
pointed out that one of its defects was the absence of, or
rather its failure to invent, a written language. This is
highly debatable. If one assumes that writing is a form of
advanced (or simplified?) symbology, it can be said that the
Africans have invented writing long before the Greeks and the
Romans. But their form of writing was based on some sys-
tematized artistic forms of symbolism at the highest level.
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A careful look at the facial markings on page 147 reveals
the significance of this proposition. Besides the obvious
fact that they are for the purpose of distinguishing the vari-
ous ethnic families, they also embody other hidden messages
such as, the hierarchial order of the families and the age
groupings. 40 The lines and decorations on the art works in
Appendix C also amplify the fact that African art or symbols
tell much more than meets the eye. The seeming defect in
these, however, is that they were too varied and lacked uni-
formity even within a single ethnic group. Nevertheless,
they had in common such classical aspects as: naturalism,
individualism, and directness. To what extent these art forms
were used in communicating messages in the form as we now know
it, still remains a matter of future research and conjecture.
In comparing traditional African methods of teaching and
the modern methods, Harold Jowitt noted that the modern educa-
tionist has a good deal to learn from the African, especially
in the project method. He observed that:
When the African builds his hut he is really
employing the project method of education for the
community. Thus there are very many factors which
have to be considered; they are all related, and
they supply wide scope for a large variety of
educational activities. We have the selection of
the site, the clearing of the site, the gathering
of suitable timber, the building of the framework,
the erection of the walls... the plastering and
colour-washing and many other features. Related to
this would be the brewing of beer, the co-operation
4u The younger generations have their lines rather faint
and shorter.
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of the neighbors, the making of pottery and otherequipment, and the carrying out of appropriate
tionT^ni , ThVil° le ° f thiS — t'dutes aa 'educa-ionai whole and by means of it training is given
tionq
6 C
T^
m
t?
lty ln many varied but related dfrec-
nak^th? hnlui
same way the school might decide to
l
i
buildln
f
o£ a carpenter's shop an educa-tional project. If this were done there wouldbe many opportunities for relating together
a r i t hmp 1 1
'
n
j
:)ui
^
din g». in carpentry, in appliedetic, m hygiene, m language work, ingeography (the origin of the materials, localtrade and trade routes, human occupations, etc. -)in history (tribal crafts, civilizing influences!
etc.j, and m similar activities... 1**
On the whole
,
it can be said that the African traditional
methods of education were both formal and informal. It com-
bined learning and doing at the same time, so that one could
not definitely tell when a person was being educated or not.
Children start from very early stages in life to assume
adult roles. Ihus, they are gradually given more and more
independence with its attendant responsibilities. They
therefore learn to live by living. Anything that has no
contact with reality or immediate life needs is by-passed.
What has been delineated about tribal African education
has been found to be true of most tribal societies, as is
brought out from this educational experience from a Hopi
child’s autobiography:
Learning to work was like play. We children
tagged around with our elders and copied what they
did. We followed our fathers to the fields and
helped plant and weed. The old men took us for
walks and taught us the use of plants and how to
4l Harold Jowitt, Suggested Methods for the African School
(London: Longmans, Green and Company, 19 49 )
.
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rabbi^w^H i ? joined the women in gatheringbbit eed for the baskets, and went with themtodig clay for pots
. We watched the fields todrive out the birds and rodents, helped pickpeaches to dry in the sun, and gathered melons to
1 * up the mesa. We rode the burros to harvest
corn, gather fuel, or herd sheep. In house-building we helped a little by bringing up dirtto cover the roofs. In this way we grew up doingthings. All the old people said it was a dis-grace to be idle and that a lazy boy should be
whipped. 42
The Hopi Indian who has thus described the Hopi educa-
tion of his early youth later went off to a boarding school
run by the government to help "civilize" the Indians. After
about five years at this school, he had a traumatic experi-
ence while suffering from pneumonia. At the end of that
year ne determined to return to his home j on his way he
thought about his "white" education.
As I lay on my blanket, I thought about my
school days and all that I had learned. I could talk
like a gentleman, read, write, and cipher. I could
name all the states of the Union, with their capitals,
repeat the names of all the books in the Bible,' quote
a hundred verses of Scripture, sing more than two
dozen Christian hymns and patriotic songs, debate,
shout football yells, swing my partners in square
dances, bake bread, sew well enough to make a pair of
trousers, and tell "dirty" Dutchman stories by the
hour. It was important that I had learned how to get
along with white men and earn money by helping them.
But
_
my death experience had taught me' that* I had a
Hopi Spirit Guide whom I must follow if I wished to
live. I wanted to become real Hopi again, to sing
the good old Kachina songs, and to feel free to make
love without fear of sin or a rawhide. 43
42 Leo W. Simmons, ed. Sun Chief (New Haven: Yale
University Press, 1942), pp. 51-52.
4 3 Ibid
.
,
p. 134. See also Farley Mowat
,
People of the
Deer (Boston: Little Brown and Company, 1952)
,
especially
pp. 156 ff.
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Apart from the obvious economic and social gains of the
Western type education, its incongruities and irrelevances
and abstractness to real life are also shown in the above
selections. In many respects, its obvious gains are more
than offset by its sham and ostensible civilizing intent.
This is brought out so well in the Kikuyu’s story:
I attended Kahuti Elementary School for abouttwo years. Then, in 1939 when I was about fourteen,
Ju
WaS
.
t
,
ransferred t0 Weithaga Sector School for theChurch Missionary Society which had higher gradesthan Kahuti. Weithaga was about ten miles fromhome, and 1 used to walk this distance five davs a
week. It was pretty rough, too, especially during
tiie^ ramv seasons. 1 did not like the school too
much,. For one thing, it was thought at Weithaga that
Kahuti people had used arbitrary pressure to force
out their headmaster who had been punishing the
children too severely. There was, however, something
more important. At weithaga I had my first lessonin English but it was here also I first experienced
Christian snobbery. Most of the Christian pupilsdespised the few from non-Christian families, who
therefore found it difficult to make friends. The
ones who suffered most were those with tribal marks
on their faces, of which they had once been proud.
Children can be thoughtless and therefore
cruel, but the teachers who were also guilty cannot
be so easily excused. Their behavior did not
reflect on Christianity but now illustrates for me
the dangers of a privileged system, however well-
intentioned. 44
The Educators
.
One of the most fascinating features of pre-colonial
education in Africa is the tremendous respect paid to tradi-
tion and to the elders, who are, in essence, the custodians
of tradition. They, together with the chiefs, represent
44 R. Mugo Gatheru, Child of Two Worlds: A Kikuyu's
Story (New York: Doubleday and Company, 19 65 ) ,pp . SO- 5 1
.
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the primary spheres of thought in the village. Also of
importance are people who are distinguished in certain crafts
and arts. These men are distinguished primarily for their
cleverness, their wealth, their ancestral fame, or their
extraordinary strength. But, most importantly, they have
earned their distinction because of their solid grasp on
traditional ways-
-something extremely difficult for a young
man or woman to acquire.
A Lesson from Liberia
.
Very recently, a group of Peace Corps volunteers pub-
lished a book about their experiences among the Kpelle tribe
in Central Liberia. 4 '1 ihe book does \tfhat is often recommended
but rarely practiced by many educators. It demonstrates spe-
cifically how a traditional culture affects the learning
readiness and, indeed, the very thinking of children who are
being taught concepts for which there are no exact antecedents
in the culture. It documents the points of conflict between
the methods and intent of Western education and indigenous
belief and practice.
According to the research, a boitfl of uncooked rice was
passed around to sixty Peace Corps volunteers in the training
program as teachers in Liberia. The question put to them
was : How many measuring cups (they were shown the cup) of
rice do you think are contained in this bowl? The tabulated
45 See Gay J. McCole, The New Mathematics and Old Culture
(New York: Holt, Rinehart and Winston, 1967).
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results of their estimates ranged from six to twenty cups.
The average was slightly over twelve cups. According to the
report, there were exactly nine cups in the bowl. When the
calculations were made, the average overestimate was 35%.
This result is a striking contrast to that achieved by a
group of twenty illiterate adult members of the Kpelle tribe
wnen asked tne same question. They estimated the contents to
be slightly under nine cups, an underestimate of 8 %. It is
strikingly interesting that the Peace Corps volunteers from
an affluent society saw more than there really was, while
the Kpelle, a society of scarcity, saw less than there really
was. It is surprising when one contrasts this with a problem
given by the Peace Corps volunteers to a group of school
children which involved sorting cards of various colors and
shapes. It is reported that some did not even bother to
attempt tne problem. Ihe question to be asked here is, how
can one honestly say that people who can estimate accurately
the number of cups of rice in a bowl, but who cannot sort
patterned cards are stupid? They are smart about things that
are relevant to them. This has many implications to all
educators who are sincerely concerned with the child
,
espe-
cially here with the so-called ghetto child in the United
States
.
In most of the developing countries, people are some-
times being forcibly inducted into Western culture in a hap-
hazard, disorganized, insensitive fashion. The Westerners
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on their part resent the performances because the "receivers"
make a caricature of their (the Westerners) ways; on the
other hand, the "receivers" feel very uncomfortable aping
unfamiliar habits.
Another very important agent in pre-colonial education
in Africa is the family (in the African sense of the word).
The family considers it a sacred task to perform its duties
correctly regarding the education of the child. They owe it
not only to the child, but also to the community in general
as a fait accompli to educate the child the best way they
can
.
On another level, too, the entire community considers
itself, and is considered by others, as responsible for the
education of the child. The child also realizes that he has
duties and obligations to the community, so, he tries as best
he can. 46 Under such a system, it becomes impossible to tell
who educates whom. ihe fact is that everybody takes part in
education in various ways. For example, an individual may
intervene in the education of a child by volunteering to
manage certain aspects of the education, such as baby-sitting,
tutoring, lecturing, or counseling. Sometimes, the circum-
stances under which a person may intervene may be carefully
defined or they may be vaguely understood. But in either
46 For a striking parallel to this principle, see Bruno
Bettelheim, The Children of the Dream (New York: The Macmillan
Company, 19637“;
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case, they are acting in the name, and for the benefit of the
community-
-a community that places great emphasis on the
preservation of itself.
It now remains to assess the cherished skills and values
of pre-colonial education in Africa. Following the same tech-
nique used in the previous chapter
,
47 Africans were asked:
Going back in history, before there were "schools," how
do you see your tribal education helping you in life?
4 7 See Appendix A.
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FIGURE 5
PERCEPTIONS OF AFRICANS ON THEIR TRIBAL EDUCATION
N = 390 Frequency
of Mention
Percentage
of Total
1
. Status 80 20
2. Powerful and respected 95 25
3. Become rich and acquire
material wealth 200 51
4, Successful 350 90
5. Financial security 195 50
6 . Free from anxieties 270 70
7. Honesty 390 100
8. Cohesive and stable adjustment in
family and society 390 100
9. Concern with what is happening
in society 390 100
10. Harmonious relationship between
young and the old--no generation
the
gap 390 100
11. Community spirit and good
citizenship 390 100
12. Few or no crimes 350 90
13. Probably more suspicious than I
am now 200 51
14. More resourceful and practical 350 90
15. Comfort and security 195 50
16. Humane and humanitarian 390 100
17. Survival 215 55
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Fr°m the foregoing figure, it can be seen that a sig-
nificant group of Africans believe that traditional African
education, if left untouched, probably would have accom-
plished many of its objectives, which included the social
and economic preservation of the society in the fullest
sense, as well as the care and concern for others. Probably,
it might have failed in others, such as economic security
and comfort, and freedom from anxiety, but if one considers
the differences in social norms (what people value most in
different societies), it may be that these are not failures
at all. Of special interest in this respect is the dispari-
ties in the responses on status which is only 20%. This
might suggest that the Africans are not concerned with status;
or it may be that in tribal culture, there are few oppor-
tunities for people to aspire for status positions. Even if
there were, chances are that people may not seek them for
fear of jealousy, loss of friendship, or superstition. Also
of special importance is the item on survival. A majority
of those interviewed mentioned that tribal education would
have increased their chances of survival-
-which in fact, means
living a little bit above subsistence level--which is still
true of many societies in Africa today. That these Africans
are concerned about survival, goes to reveal one of the
greatest weaknesses of pre-colonial education--its failure,
or difficulty to meet with one of the basic human needs of
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society. On the other hand, since tribal education was
btill progressing smoothly before colonialism, it is possible
that it would have been able to restructure itself to meet
the demands of society.
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CHAPTER VI
CONCLUSIONS AND RECOMMENDATIONS
The general consequences of the Western educational
system in Africa, or elsewhere in the old colonial empires,
are obvious--it is destructive, delusive, and devouring. It
is devouring the Africanness of the African. Modern educa-
tion is alienating the African from his land, his village,
his culture, his family; in fact, from everything that he
can call his own. For instance: Why should a native be
asked to pay property tax because he is living in a house he
built for himself on his land? Or, why should an old man,
probably the head of the village, be asked to go to an adult
illiteracy class to learn how to sign his name? The Catholic
Church requires a person to marry only one wife, but according
to African customs and traditions, a chief for example, may be
allowed to marry as many wives as he can maintain, by virtue
of his office and status.
These new inventions or impositions of the white man are
conflicting and haphazard because they impinge at points
where the Africans least expect them. They are insensitive
because they do not take into account the indigenous ways of
life. This is where the schools should step in to bridge the
gap. But, unfortunately, they have been doing just the
opposite. As a matter of fact, they have intensified this
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conflict. Children are being taught, and forced to think
and write, in a foreign language before they can even grasp
the rudiments of their mother tongue to which they are daily
exposed in their local environments. They are being forced
to think in abstract objects and ideas which have no
relationship with their daily life. They are being taught
things that have no point or meaning within their culture.
Thus, there is no framework within which comprehension might
be possible. What might be valuable and meaningful in
tribal life is being bypassed, and meaningful points of
contact with people are ignored.
ihe result of all this is a culture conflict which has
its focal point in Western-oriented schools. Elderly people
no longer tell tneir children, with pride, of the ancient
history, folklore, or religious festivities of the tribe. If
they attempt to do so, they will be ridiculed. Rather, the
children would prefer talking or listening about the history
of English kings, or Chaucer’s Canterbury Tales in Old English
fhe child, not the parent, is able to read a letter and count
money. The old culture stresses kinship and tribal loyalty;
the school encourages individualism and punishes cooperation.
Modern economic and legal systems based on money and equity
are accepted as necessary evils brought about by the white man
Africa today is plunged into a cyclone of conflicting
ideas and economic and social pressures. The work-songs of
her people as they go to toil happily in the bush, or the
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totem snake of his ancestor are fast disappearing under his
blindfolded eyes, and he seems to be standing in the middle
of nowhere beckoning to all the world: Whither should I go?
The answer is obviously far-fetched, and requires no rule
of the thumb solution.
First and foremost, the African will have to disabuse
himself of many things. This is very important for him,
because he is walking in a world which he has not made, which
does not belong to him, and which at times may be hostile to
him. It would be sheer hypocrisy to suggest a symbiosis of
cultures before the African has had time to critically re-
examine and rehaoilitate himself in his own eyes and be able
to look at the world, at last, not through the egocentric
judgements of others, but on the basis of objective realities.
The African culture has been severely assaulted by out-
side influences so much so that the African has neither
sometning of his own to cling to, nor anything from the
outside upon which to cling comfortably. It would be hope-
less to suggest that African societies could return to the
old ways. At the same time, neither could the African
entirely desert his old ways for the alien ones. However,
there is plenty of room for compromises and syntheses.
Jomo Kenyatta seems to be answering the question of
what the African might assimilate from the European cultures
when he wrote:
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There certainly are some progressive
DrosLritv
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n?
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They inc lud* the' ideas of materialp spe y, of medicine, and literacy which enablespeople to take part m world culture'. But so Carthe Europeans who visit Africa have not been con-spicuously zealous in imparting these parts of theirinheritance to the Africans
. . . /They do ^cir bestto take away his land and leave him with no alter-native. Along with this they rob him of his govern-ment, condemn his religious ideas, and ignore §hisfundamental conceptions of justice and morals, all inthe name of civilization and progress.
p
If Af ricans^ were left in peace on their own lands,Europeans would. have to offer them the benefits of
white civilization in real earnest
.... They would haveto ofiei tne African a way of life which was really
superior to the one his fathers lived before hi
and a share in the prosperity given them by their
command of science. They would have to let the African
choose what parts of European culture could be bene-ficially transplanted, and how they could be adapted.
He would probably not choose the gas bomb or the armed
police force, but he might ask for some other things
which he does not get so much today. 1
When the African is allowed to make his choice, the
cultural process that will be operative will no doubt be
those of elimination and synthesis in order to achieve con-
gruence with older forms rather than of substitution and
adoption with their resultant fragmentations.
Of course, there are certain things Africa can learn
from Europe and vice versa, but for Africa to ignorantly
imitate European societies would be worse than folly. The
idea of education for self-expression and self-fulfillment,
which has gained grounds in some of the highly industrialized
countries, must be regarded as rather effete notion for the
African countries, at least for the present. Concepts of
^enyatta, Ibid.
,
pp. 305-306.
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skill and higher productivity are something the new African
educators should try to infuse on the people. The idea of
working for the white man, which has engendered laziness
among many African workers could be corrected through the
scnools
; since now there is "uhuru," Africans should come
to understand and appreciate the fact that they are working
for no one else but themselves.
Africa has peculiar educational requirements and needs
that are so special and so different that none of the bor-
rowed educational traditions are adequate to the solution of
her problems. Neither the British, nor the French, or the
American approach to education is more than a very partial
solution to African needs. The main reason is that these
approaches are far too costly in terms of the scarcity of
money in Africa. Therefore, new methods and new techniques
of education must be found which will accelerate educational
development and at the same time lower the unit cost. Other-
wise, not only the educational future but the economic, social
and political climate of the continent will be seriously
j eopardized.
Before attempting a suggestion, it will be convenient at
this point to select some countries in Africa and place them
side by side ivith other countries which have made, or are
making, great strides educationally and economically
.
2 This
2 See Appendices E, F, G, H.
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is not to imply that the economic growth of these countries
is necessarily a function of their relatively high educa-
tional levels. There are other factors
,
such as political
stability, national character, natural resources, and demo-
graphic trends which cannot be ignored in any valid assess-
ment of national propperity.
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One of the obvious impressions one gets from the fore-
going table is that the countries with highly developed
educational systems invariably enjoy a high standard of
living as shown by their per capita income. But this can be
deceiving. Thailand offers a striking case in point. Seven-
teen percent of her gross national income goes into educa-
tion, and comparatively, her seventy percent literacy is
nigh. On the otner hand, her overall economy does not seem
to reflect or justify this high investment in education.
Compared with Ghana, Gabon, Columbia, Brazil, or Israel, she
falls far behind. Israel, for instance, invests 3.41 of her
gross national income into education, and enjoys a very high
standard of living compared to other newly developing
countries. When one compares the other figures and notes
that only 13.4% of Israel’s gross national income comes from
agriculture (the predominant occupation in a majority of
the developing countries), employing only 12.4% of the labor
force, with Nigeria’s 63% from agriculture, and employing
80% of the labor force, the picture becomes quite staggering
and very spectacular.
It is possible that with improved systems of land
utilization, Nigeria’s over-crowded agricultural manpower
could be reduced, and at the same time production may be
increased.
At times, economic prosperity as seen from the gross
national product only means that a relatively few people are
132
productive to the overall national economic growth. This
inequity is in part due to the training that people
receive from their schooling. Education should train
people dexteriously so that they can get involved in various
aspects of national development rather than preparing a
select few to enjoy (and sometimes suffer from) the fruits
of national prosperity or adversity.
Again, any factual appraisal of economic growth and
progress in Africa is bound to present only a partial pic-
ture, since much of what is most important to Africans in
their societies is not usually measurable in quantitative
terms. 3 Ihere is at least no regular index that measures
acceptable or desired attitudes in specific societies. There-
fore, any attempt at such comparisons is bound to be arbitrary
and deceptive.
Ihe relative gap between the per capita incomes of the
African countries exaggerates the real differences. It is
true that as countries "develop" technologically, the prices
of goods and services rise considerably without a real
increase in the productivity or the satisfaction provided.
To illustrate this point, a haircut which costs five dollars
in New York is not likely to provide twenty times the satis-
faction of a haircut that costs only twenty-five cents in
Lagos
.
3 See Figure 5 on p. 120.
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Tne potentialities for developing human and natural
resources in Africa are unlimited. Yet, everywhere in all
of the newly independent nations of Africa, the realities
of poverty and waste are evident. If one assumes that
education is a form of investment in human capital, the
question that logically poses itself here is: What kind of
education do the nations of Africa need to help them counter
the trends of economic and social ills? How can this educa-
tion be organized to produce optimum results?
Achieving these goals must first bring one to the pro-
found and most difficult step. For most Africans, it is the
acceptance of what is obvious about schools and education:
Schools are but a small part of the environment. But, the
schools and teachers have, since the colonial impact, been
ingrained in the minds of many Africans to the extent that
they now come to equate them with education, and worse, with
learning. Although Africans knew, until recently, that the
family and the community were the most powerful parts of the
learning environment, they are now being made to think that
they are not. They now seem to think that all the learning
to be had in life, and the only way to n get ahead,” can be
narrowed down, unrealistically
,
to the schools. They seem
to forget (or, they might not know) that those who designed
and prescribed the "schools” for them had done so through
their biases in their Western cultures, looking more to the
past than to the future.
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It is impossible to comprehend contemporary societies
without understanding the antecedents which in the main
stem from their predecessors. Africans are an oral and
practical people. They talk and act a lot. Bookish
knowledge or knowledge for knowledge's sake should have
little or no place in the school curriculum. The emphasis
on teaching must be upon the actual living through a
meaningful productive experience, rather than the mere
reading about it in books, or learning how other people did
it. Children should "grow up doing things." In other words,
learning, living, and doing can be integrated. In this way,
production could be increased and a considerable shortening
of schooling could also be achieved. Also, the gap between
the academic man and the practical man could be narrowed or
obliterated. Again, schooling as a preparation for the
vague future rather than for life here and now could be
eradicated.
Pre-colonial Africa was a communal society. The extended
family systems, the religious or age sets, and all social and
economic activities were all done together and nobody was
left out. Modern education can learn a great deal from this.
Educational aims and practices were so well defined or under-
stood to be arising out of a careful study of the life needs
of a given community vis-a-vis its environment. If schools,
as they now exist in Africa, are to justify their existence,
they owe it to themselves, and more so to the communities,
to reorganize around purely African community tribal lines.
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In this way, they will be better able to determine how to
meet or supplement those other needs of the community in a
way some other agencies are not. This means that the
schools, the parents, and the community must plan and work
jointly in implementing a successful school curriculum.
This will involve a number of interwoven elements which now
tend to be segregated and sometimes working at cross purposes.
The home, the school, the community-
- including farms,
shops, factories, rivers, cultural and social elements--can
all be knit together into a "school." The role of education
will then be the most important one when everyone is involved,
and more so when everyone feels compelled, in the most
original African ethos, to devise, sponsor, or initiate and
implement programs designed for the benefit of all.
Suggestions for Further Research
.
African education in general, and especially the tradi-
tional aspects of it, is an open and promising field of
educational research. The curricula, and their effectiveness,
the methods of teaching and learning in traditional African
environments have barely been touched. These need to be
explored and empirically tested and validated so as to pro-
vide clues for their incorporation into the existing school
systems. It has been pointed out that the "educated" African
is alienated from his culture due to the effects of his
Western-oriented schooling. It will be worthwhile to dupli-
cate this study in other ways to find out if, and to what
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extent this alienation has affected the village dwellers, or
those who have never been to these schools. Since Africans
are predominantly an oral and communal people, a new method
of treating folklore, verbal and nonverbal communication
skills, as dependent or independent sciences could further be
explored. Experiments could also be done in group learning
and teaching. These will certainly throw more light, not
only on the future of education in Africa, but also on many
other disciplines.
appendix a
METHOD OF INVESTIGATION
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Approximately four hundred scholars, most of them
graduate students or undergraduates in their junior or
senior years in college, were interviewed in sessions
typically lasting close to two hours. These investigations
were conducted in four major cities in the United States--
New York, Boston, Detroit, and Amherst, where a large
contingent of African students could be readily obtained,
and so as to maintain an African "climate" throughout the
investigations. The groups were representative as to sex,
ethnic group, geographic region, and cultural background.
Graduate students (200) were deliberately over-sampled
(since they represent a forceful potential pool of the
elite)
,
in order to make possible a more detailed presenta-
tion of their opinions and feelings towards the subject under
investigation-
-which is the cultural alienation of the
educated" African. Included in the group also were seven
students who had transferred from London, England, to the
United States and thirty-five African diplomats who were
on short visits to the United States. Everyone interviewed
was asked the same question, though not in the same order.
The interviewers had been informed to elicit certain informa-
tion, and were instructed to be as inconsistent as possible.
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As a rule
»
a set of carefully prepared questions 1 were
introduced at certain points of the conversation. For the
sake of reducing personality clashes and inhibitions, and
to ensure a desirable measure of objectivity without intro-
ducing formality and rigidity into the interview, this
research lias made use of several (twenty- five) interviei^ers
.
2
After a brief presentation on the topic of alienation
of the educated African (based, in fact, on the earlier dis-
cussions in Chapter IV) has been made, an open discussion
would ensue and the writer acted as moderator. Five assis-
tants were assigned to take notes. Then, the entire group
would breax into small discussion groups of fifteen to twenty
participants, where they were also being interviewed inform-
ally by members of the group who were assisting in the
research. J Three interviewers/participants were assigned to
each group.
^ee page 76.
2 See for example, Robert M. IV. Travers, An Introduction
to Educational Research (New York: The Macmillan Company,
19 58)
,
pp . 177-182 . See also John E. Wise, et. al., Methods
of Research in Education (Boston: D. C. HeatK ancT Company, 1967),
pp. 103-104 .
~
3 This technique proved to be especially helpful in drawing
out the residues of information in the respondents since they
were being interviewed (without their being consciously aware
of it) by the very same people who had participated in the
earlier open discussions. At certain times, the interviewers
found themselves being interviewed.
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To make sure the participants knew what the interview
was all about, each person was initially asked: Can you
evaluate how your education through the years has helped or
hindered you from understanding and relating to your own
local townspeople? Encouragingly enough, the response to
this was very positive. (It may be noted that this particu-
lar question was found to have little validity; virtually
all the students felt that they could evaluate their educa-
tion. Jhis item was retained, however, simply as an intro-
duction, to "warm up” thinking in this particular area.)
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APPENDIX E, F, G, H
E. The basic impression from this chart is that individual
African economies are generally small. But, isolated
economic comparisons like this can be a hazardous and
misleading indicator of welfare when other factors are
not, and cannot be considered.
F * The chart on Gross Domestic Product makes it possible
to form some judgement on rates of growth and at the
same time see what improvements have/have not been made
between 1960 and 1966.
G. This chart is a breakdown of gross domestic product by
origin. Agriculture is by far the most domestic producer
in a majority of the countries. It will be noted that
where agriculture is not a prime factor as in Libya, Algeria,
Liberia, Zambia, Sierra Leone and Gabon, considerable
importance usually attaches to mining.
H. Although the contribution of other forms of economic
activities to total output and economic progress should
not be overlooked, it is important to note that agricul-
ture and its ancilliaries still remain the major promise
of most African countries.
It is also interesting to note that as far as domestic
use of resources is concerned, the largest allocation is not,
surprisingly, to private consumption.
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ESTIMATED GROSS DOMESTIC PRODUCT AT CURRENT MARKET PRICES, 1966
PRODUIT INTENSE UR BRUT ESTSME AUX PRIX COURANTS DU MARCHE, 1966
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GROSS DOMESTIC PRODUCT PER CAPITA AT I960 PRICES IN U.S DOLLARS
FOR I960 AND 1866
PRODUITS INTERIEUR BRUTS PAR HABITANT AUX PRIX DE I960 EN DOLLARS DES r n
POUR I960 ET 1966
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GRO-SS DOMESTIC PRODUCT BY INDUSTRIAL ORIGIN
AT CURRENT FACTOR COST, 1966 (PERCENTAGES)
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ENROLMENT IN
SCOLARISATION DANS LES
EDUCATIONAL INSTITUTIONS
ESTABLISSEMENS D' ENSEIGNEMENT
PRIMARY AND TOTAL
PERSONS ENROLLEO PER
100 TOTAL POPULATION
PRIMAIRE ET TOTALE
SECONDARY
PERSONS ENROLLEO PER
300 TOTAL POPULATION
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SUPER: - .'R
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CONFERENCES, DISCUSSIONS, AND INTERVIEWS
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1. 9/10/69 Discussion with West African Students in
Western Massachusetts. Topic-Kinds of pre-
school experiences which they considered* to
be schooling. (Springfield, Massachusetts)
2. 9/15/69 Seminar on Pre-Colonial Education with
African Students and Guests in the Boston
Area. (Massachusetts Institute of Technology.
Boston)
3. 9/23/69 Discussion with African Students in Western
Massachusetts. (Amherst, Massachusetts)
4. 10/11/69 Conference and Discussion with African Students
at Amherst, Massachusetts.
5. 10/20/69 Discussion with West African Students and Guests
in Boston Area. (Amherst, Massachusetts)
6. 12/15/69 Interview and Discussion with African Diplomats
and Visitors in New York, New York.
7, 7/3/70 Discussion with African Students in Philadelphia,
Pennsylvania.
8. 1/10/70 Lecture and Discussion with Nigerian Students
in Boston.
9. 2/20/70 Discussions with Nigerian Students in Michigan
at Detroit.
10. 2/5/70 Conference with East African Students at Amherst,
Massachusetts
.
11. 3/17/70 Interviews and Discussions with West African
Students in New York, New York.
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